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ABSTRACT 
THE EFFECTS OF AN INTERACTIVE, INTERPERSONAL CURRICULUM 
UPON THE DEVELOPMENT OF SELF 
IN SEVENTH-GRADE GIRLS 
MAY, 1995 
LYNN LAZARUS SERPER , B.S., CURRY COLLEGE 
M.A., UNIVERSITY OF MASSACHUSETTS AMHERST 
ED.D., UNIVERSITY OF MASSACHUSETTS AMHERST 
Directed by: Professor Grace J. Craig 
This study evaluated the effects of an interactive, 
psychologically-oriented program upon view of pubertal 
growth, egocentrism, self-consciousness, and self-esteem 
for seventh-grade girls. An experimental group (N=16) 
volunteered for an activity that taught about 
communication, stress-management, peer-refusal, and 
leadership, and applied their learnings to development of 
self. A sub-group (N=ll) taught a self-designed 
replication of this information to younger children. 
Three control groups were comprised of same-age girls: 
Those who volunteered for either Chorus (N=15) or Sports 
(N=6), and those who did not volunteer for an activity 
IX 
(N=9) and were assigned to Study Hall. All students 
voluntarily participated in this study. 
A pre-test, post-test design was applied to four 
measurements: The Puberty Scale, The Self Focus Sentence 
Completion: A Study of Egocentricity, The Self- 
Consciousness Scale, and a Self-Esteem Inventory, before 
and after the activity curricula. The results determined 
that all of the girls were significantly aware of their 
growth in height, perceived that their growth was similar 
to others, and the Sports Group was bothered by the 
growth. An examination of the conclusions related to the 
hypotheses revealed four significant findings about the 
experimental group: they achieved a balanced Self-Other 
egocentric ratio, they exhibited a decrease in social 
anxiety, they remained higher in private self- 
consciousness, and they demonstrated an increase in self¬ 
esteem. 
The three control groups did not shift from divergent 
to convergent thinking about self and other, even in a 
minimal way and showed marginal changes in self- 
consciousness and self-esteem. The Sports Group, however, 
revealed a significant decrease in self-esteem. 
The overall results indicate that a personal and 
interpersonal curriculum enhances positive psychological 
development in seventh-grade girls. 
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CHAPTER 1 
INTRODUCTION 
This study investigates whether psychological 
development can be constructively promoted during early 
adolescence, a time in an individual’s life when 
psychological development unfolds in a complex way, 
leaving the person open to external influences. An 
intervention program sponsored within a local junior-high 
school was chosen for this study, with the belief that 
the students’ development of self would benefit from an 
intentional psychological curriculum within the 
educational structure. 
The premise of this study is based upon previous 
research that identified puberty, egocentrism, self- 
consciousness and self-esteem development as predominant 
characteristics as well as possible deterrents to the 
healthy development of early adolescents. These 
constructs are coordinated with the assumption that 
seventh-grade females, for whom relationships with 
friends, parents, teachers are self-defining, would 
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benefit from interpersonal management skills. In 
addition, a supposition that inner strength would 
accompany interpersonal management and be developed 
through communication, stress-reduction, peer-refusal and 
leadership exercises was considered. 
This chapter will examine the importance of 
psychological education for the female early adolescent 
population and introduce communication, stress-reduction, 
peer-refusal and leadership skills as a means to achieve 
personal and interpersonal development. 
Importance of the Study 
Early adolescence is an exciting and unpredictable time 
of life. The members of this age group are transitioning 
between stages of development — linking the "child who was" 
to the "adult to be" (Kegan, 1982)— while forming self- 
images, negotiating and re-negotiating past and evolving 
relationships, and navigating expectations from others and 
from themselves. This transition brings uncertainty about 
the individuals' place in the world and their relationships 
with others. 
Past studies, led by Piaget's theory about stage and 
age development, reveal that the qualities of the early- 
adolescent age group are influenced by the shift from a 
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concrete operational thinking to a more advanced formal 
operational thinking. According to the research (eg. Kegan, 
1982, Selman, 1980), adolescents, for example, develop 
insights about disparate concepts like time and space, as 
well as about relationships between self and other. 
As Piaget's theory maintains, people of twelve begin to 
consider more than one point of view, observe that problems 
have more than one solution, and formulate possibilities and 
probabilities for their life plan. In addition, Piaget and 
Inhelder (1958) propose that cultural and educational 
experiences accelerate or retard the process of cognitive 
development. In fact, they believe that formal thinking is 
"...dependent on social as much as and more than on 
neurological factors" (p.337). 
Therefore, woven into expanding cognitive abilities is 
an important outgrowth: enhanced psychological awareness. 
Interpersonally, early adolescents have developed the 
ability to form opinions and make judgements about other 
things and other people. These individuals also realize 
that other people are forming their own opinions and 
judgements in return (Elkind, 1967). As a result, 
perceptions of their own psychological dimension cause them 
to see a similar dimension in others, and opens a channel 
for emotional interaction and understanding. 
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Psychological learning, in its intentional form, is not 
meant to project adolescents into adults before the 
adolescent phase is complete. Instead, as Mosher (1979) 
explains, it's intention is to cultivate appropriate 
maturity for that developmental period. In doing this, 
knowledge and skills relating to personal growth, 
interpersonal cooperation, and social responsibility, for 
which early adolescents are developmentally primed, are 
important for those who are immersing themselves into a 
relational world. 
Therefore, puberty, an alteration of body 
configuration, mostly generated by a release of hormones, 
often provides a touchstone for the accompanying cognitive 
and psychological changes. For instance, pubertal 
appearance tends to bring about an individual’s attention 
upon the self, a comparison of self to both same-age others 
and society's model for perfect bodies, and the development 
of contiguous perceptions of Self and Other through three 
psychological integrations. 
To begin with, egocentrism, which takes on a principal 
psychological position during this transitional phase, often 
inhibits social development. As social relationships 
evolve, the early-adolescent egocentrism functions with 
excessive tendencies. In some cases the individuals are 
self-focused, to an extreme, and in other cases (mostly 
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female), they are other-focused, also to an extreme. 
Failure to find a balance between what's good for self and 
what's good for self in relation to others can be 
troublesome for this or, for that matter, any age group 
(Exner, 1972; Gilligan, 1982, Miller, 1991). 
Exner explains that people with psychiatric problems, 
such as schizophrenics and those with adolescent behavior 
problems, give more extreme Self-focused responses. 
Conversely, those who give extreme Other-focused responses 
are more common among those with depressive and suicidal 
tendencies. In addition, recent studies on female 
adolescent concerns — teenage pregnancy, eating disorders 
and drug and alcohol addiction — also indicated an Other- 
focused need (Steiner-Adair, 1990; Baumrind, 1987). It 
appears that many adjustment problems are connected to an 
absence of consistent interpersonal support. 
Interacting with egocentrism are the affective internal 
motions of self-consciousness. Early adolescents can be 
self-conscious in three ways: in the public arena (public 
self-consciousness), within the private realm of thought 
(private self-consciousness), and as the center of another's 
evaluation (social anxiety). Self-consciousness refers to 
an undefined fear about being observed, and about who one is 
becoming. It appears to be related to the intensity of the 
personal changes that are occurring. 
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Finally, a common psychological structure, self-esteem, 
seems to focalize the output of puberty, egocentric 
inclinations and self-conscious perceptions to regulate the 
value one attributes to the self. According to Harter, 
(1990), Mead (1934), Brooks-Gunn & Reiter (1990) and Kegan 
(1982), early adolescents absorb impressions about their 
appearance, popularity, and general acceptance by others. 
Perceived competence in the social domain plays a pivotal 
role as young adolescents develop their self-regard. 
The emphasis on self-other knowledge is natural, 
sequential and progressive during the early-adolescent years 
(Kegan,1982; Kohlberg & Gilligan, 1971; Kagan, 1971). But, 
as Piaget and Inhelder (1958), and Mosher and Sprinthall 
(1979) contend, the maturation of developmental attributes, 
which are expected to override egocentric and self-conscious 
tendencies, can also be fostered through relationships and 
education. Communication skills, stress-management, peer- 
refusal and leadership abilities might provide opportunities 
for healthy, interpersonal, and personal potential. 
Statement of the Problem 
Puberty, a natural progression of physical development, 
and egocentrism, self-consciousness and self-esteem, 
independent psychological constructs, interact in ways that 
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either enhance or detract from an individual’s growth and 
development. Egocentrism is defined as the source of an 
individual's immediate point of view. An adolescent 
achievement, as perspective-taking emerges, is the ability 
to conceptualize the thoughts of herself and the thoughts of 
others. However, since early adolescents have not yet 
developed the skill to integrate various points of view, 
they tend to focus attention on the self at the expense of 
others (Elkind, 1968; Bios, 1971) or focus attention on 
others at the expense of self (Exner, 1972; Erikson, 1968; 
Gilligan, 1992; Miller, 1991). This paper will address 
adolescent egocentrism, either as the self's focus on the 
self or the self's focus on others, with the understanding 
that emotional and psychological health is related to a 
balance between the two. 
During the same years, self-consciousness emerges as an 
affective disposition of these extreme self- or extreme 
other-focused tendencies. Assuming that psychological 
competency can be taught, the problem to be addressed is 
whether developmental attributes of egocentrism and self- 
consciousness will be influenced. 
And if they can, will self-esteem be affected by the 
shift in view of self, and view of self in relation to 
others? Will peoples' self-value increase or decrease as a 
result of these changes? Will these young adolescents be 
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able to answer "How am I in the world of Others?" with 
enhanced and positive understanding? 
The primary objective of this study is to investigate 
whether activities designed to foster effective 
communication, stress-management, peer-refusal and 
leadership would influence egocentric and self-conscious 
proclivities. The study’s secondary objective is to 
determine whether these named activities would teach early 
adolescents about themselves, to use this information to 
help others, and would influence an increase in their self¬ 
esteem. 
Role of the school 
Early adolescents bring their psychological selves into 
the educational setting. Their developmental achievements 
and limitations, strengths and vulnerabilities, needs to 
belong and to individuate become part of the way they 
respond to education. The emphasis on a supportive, 
nurturing and interpersonal focus that was common in 
elementary schools is replaced by a system that is often 
composed of several teachers, rotating classrooms and fifty- 
minute segments of academically specific instruction 
(Lipsitz, 1979) . 
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Schools want to produce self-integrated individuals, 
yet, secondary education de-emphasizes teacher-student 
relationships in favor of acquisition of knowledge. 
Sprinthall (1971) fears that, in the process of educating, 
schools ignore students’ personal issues as well as 
students' efforts toward personal growth. Children who are 
concerned about "Who am I?" and "How do I relate to others?" 
can have difficulty in a solely academic environment 
(Kohlberg & Gilligan, 1971) . 
Although programs designed for psychological competence 
are not commonly offered within the public educational 
framework, or included in recent educational reforms, one 
local public junior-high school includes a program, that is 
psychologically-based, designed to discourage drug and 
alcohol use, and offered by the local Girls Incorporated, as 
part of their weekly activity selections. It is called 
"PEERsuasion." 
Does this program nurture young adolescents entering 
the more impersonal structure of junior high school? Does 
it support secondary education for 7th-grade girls who are 
concerned with self-discovery? Can it help adolescents to 
be? These questions will be answered in the course of the 
study. 
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Design of the study 
Girls Incorporated addresses the needs of girls, 
providing activities and attending to social problems that 
girls are encountering. In response to this, the 
organization has developed an interactive program, "Friendly 
PEERsuasion," to teach young teenaged girls about themselves 
and others, the pitfalls of substance abuse and the skills 
to teach younger children about this new awareness. 
The program not only educates for personal development, 
it also allows time for the girls to apply these learnings 
to their social arena. The teaching component furnishes an 
opportunity for action. The girls create their own 
curriculum and then pass on the new information to 
elementary- school children during approved class time. This 
dissertation examines the content and methodology of the 
"Friendly PEERsuasion" curriculum, not in relation to 
resistance to drugs and alcohol, but to the girls' 
development of self. This program was included in an 
activity schedule at a local junior high school and the 
teaching component occurred at a local elementary school. 
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Definition of Terms 
Early Adolescence is the period of life between the 
ages of 12 and 15 (grades 7-9) that is often determined by 
the onset of puberty, cognitive growth and psychological 
development. Puberty is the natural and sequential progress 
of physical development that most often occurs during the 
early-adolescent years. In response to, or possibly as a 
parallel function, Adolescent Egocentrism refers to an 
inability to coordinate thoughts about Self with thoughts 
about Others during the early-adolescent years. This 
inadequacy often leads to excessive thoughts of Self at the 
expense of Others or excessive thoughts of Others at the 
expense of one's self. 
The results of this extreme-based focus often spills 
over into three facets of Self-consciousness: Public self- 
consciousness, a tendency to think about those aspects of 
the self — such as overt behaviors, mannerisms and 
expressive qualities — from which impressions are formed in 
the minds of other people; Private self-consciousness, a 
tendency to think about the hidden, personal aspects of the 
self such as one's privately held beliefs, values, feelings 
and self-evaluations; and social anxiety, an apprehension 
about being evaluated by others, or doubt about presenting 
oneself competently (Scheier & Carver, 1985). 
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Self-esteem forms at the heart of these psychological 
elements. The relationship between one's expectations, 
one's accomplishments, and the perceptions of another's 
evaluation, affects and/or determines one's self-value 
(Harter, 1990). 
In order to stabilize or inform early-adolescent 
egocentrism, self-consciousness, and self-esteem, four 
strategies for interpersonal and personal competence were 
were taught: Communication, an interactive skill directed 
toward the understanding of giving and receiving verbal and 
non-verbal messages; stress-management, a recognition of 
stressors and the development of techniques to deal with 
them; peer-refusal, a way to say "No" and still keep one's 
friends; and leadership, a development of skills to present 
oneself with one's own values to other people. 
Significance of the Study 
Early adolescents are at a critical juncture in their 
developmental maturation. Physical, cognitive and 
psychological progressions provide potential for meaningful 
activities and relationships. In societies where people of 
this age join in the productive activities of the community, 
the behavioral complexities associated with early 
adolescence do not seem to exist (Mead, 1950). Yet, junior 
12 
high children in industrialized western societies do not 
have many opportunities for productive undertakings. As a 
result, they tend to focus their energies upon themselves 
and their needs. 
There have been indications that well-designed 
interactive experiences would alleviate the discomforts 
associated with the extreme self- or extreme other-focus of 
egocentrism as well as an excessive self consciousness. It 
is also predicted that as egocentrism and self-consciousness 
decrease, self-esteem would increase during the early 
adolescent years. 
This study attempts to discover how an understanding of 
the self would be affected if junior high programs provided 
opportunities for young people to be accepting of themselves 
and to use their energies for the benefit of other people. 
Since the literature professes that self-understanding is a 
necessary component for understanding and relating to other 
people in an effectual way, this author suggests that 
educational experiences that teach psychological 
competencies can contribute to healthy and positive 
development. 
13 
Summary 
The basic contention of this dissertation is that 
physical and psychological constructs — pubertal growth, 
egocentrism, self-consciousness, and self-esteem — effect 
early adolescent female development in personal and 
interpersonal ways. In addition, educators play an 
important role in the development of both cognitive and 
psychological maturation. 
Chapter Two explores the past and present literature 
that informs and influences the practice of adolescent 
education and psychology. Chapter Three describes the 
environment, subjects, and intervention as well as the 
methods and procedures used to gather and analyze the data. 
The quantitative results from four standard measures are 
elaborated in Chapter Four. In Chapter Five the 
quantitative inferences are meshed with students' 
qualitative perceptions and form the interpretive analysis 
of the discussion section. Chapter Six presents the 
implications of the study and concludes this thesis. 
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CHAPTER 2 
REVIEW OF THE LITERATURE 
Introduction 
Early adolescence, approximately a three-year period 
between ages twelve and fifteen, is characterized by 
major shifts in the young person’s physical, cognitive 
and psychological systems. These changes move the child 
away from the past and embark her or him on a 
"reconstruction" of the self into adulthood (Kegan, 
1982). Behavioral characteristics accompany this 
transition through the early adolescent years. How these 
young people integrate what they feel and experience, 
while they undergo uncertain alterations, determines how 
they manage themselves within their social sphere. 
In the social arena, learning about the self and 
learning about the self in relation to others become 
"...two complementary developmental functions" (Damon, 
1983; P.l). And within the interactive process, self¬ 
understanding develops as early adolescents compare and 
contrast their individual emerging bodies, minds and 
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emotions in their socially interactive world (Erikson, 
1968; Adams & Archer, 1994; Damon & Hart, 1982; Beane & 
Lipka, 1984). It appears that relationships provide the 
backdrop for individual growth. 
Yet, in the past, the goal of individual development 
had been related to efforts toward autonomy, 
individuation and self-sufficiency (Freud, 1958; Erikson, 
1968; Bios, 1962; Damon, 1983; Kohlberg & Mayer, 1979). 
And for many years, this theory, extrapolated from 
research conducted on boys and men, explained all 
adolescent interactions. But current gender research has 
provided a previously unexamined view of early adolescent 
girls. As opposed to former studies about boys, recent 
investigations regarding girls refine psychological and 
educational knowledge. For instance, the findings 
explain not only what girls bring to their milieu but 
also what their culture brings to them (Gilligan, 1992, 
Hancock, 1989; Pipher, 1994) . 
Originally, many found that girls and boys bring an 
self-centered, egocentric view to the social development 
of this age group (Piaget, 1972; Erikson, 1968, Elkind, 
1981, Josselson, 1980). Yet, in contrast to the self- 
centered point of view illustrated in the past, many 
girls and women have been found to be more concerned 
about the other people in their lives. In fact, this 
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Other-centered point of view is often employed by putting 
others before themselves (Exner, 1972; Gilligan, 1982, 
1992; Miller, 1976, 1988, 1991). 
Also found to be specifically related to early 
adolescence, and particularly to twelve-year-old girls, 
was self-consciousness (Piaget & Inhelder, 1972; Elkind, 
1967, 1981; Rosenberg & Simmons, 1982). Anxiety about 
the self that is presented to others and the response of 
others toward themselves is common. They fear that the 
relationships they hold closely will disconnect and leave 
them feeling alone. This happens at a time when the 
female self needs relationships to define herself (Kagan, 
1971; Brown & Gilligan, 1992; Marcia, 1980; Steiner- 
Adair, 1990; and others). 
These issues, although heightened during the early 
adolescent years, are not absent from adult thinking. 
Programs to strengthen interpersonal relations (Carnegie, 
1981), personal resolve (Ellis, 1984) and stress 
reduction (Benson, 1975; Kabat-Zinn, 1990) for adults are 
common fare. Would accessibility to programs like these 
provide adolescents — specifically early adolescent 
girls — with thoughts and strategies to negotiate their 
changing world and develop healthier ways to view their 
lives? 
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This review of the literature will investigate these 
questions. In doing so, it carefully sets out to: 
examine the development of early adolescent girls; view 
egocentrism, self-consciousness, and self-esteem from a 
feminine perspective; explore the affect of 
communication, interpersonal skills and stress-reduction 
approaches on future thriving; and consider the school as 
an appropriate place to teach interactive psychological 
lessons. 
Early-Adolescent Girls 
Psychoanalytic theory had interpreted movement 
toward individuated and autonomous growth during the 
arrival of puberty, as a response to reawakened sexual 
desires of the Oedipal Period. According to Anna Freud 
(1958), the reemergence of these drives, with the 
possibility of engaging in sexual activity, created an 
anxiety promoting a defensive reaction against the 
earlier objects of desire. The studies, conducted on 
boys in relation to sexual drives toward their main 
caretaker, mother, was interpreted as an explanation of 
behavior for all early adolescents. For many years, this 
theory explained the dynamics of changing adolescent 
relationships. 
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This work has been amended in more recent years. 
Erikson (1968, 1980), Josselson (1980), Bios (1962), 
Damon (1983) and others believe that early adolescent 
behavior, although influenced by sexual development is 
equally influenced by cognitive and psychological growth. 
The premise, however, that early adolescent drives 
originate in earlier phases of development has continued 
to permeate the literature. According to these 
theorists, individuation and autonomy have been in 
rehearsal since the moment of birth. Bios (1962) refers 
to the "second individuation," as a time when an earlier 
determination to establish a separate self once again 
intensifies. 
Recent studies however, focusing on girls and women, 
have expanded the boundaries of knowledge about early 
adolescent development. These newer studies, unlike 
their predecessors that studied boys and men, are 
directed at the information that girls bring to human 
development. The consensus of current literature on 
girls and women appears to indicate that the 
individuation process differs for males and females 
(Miller, 1988; Jordan. 1984; Bergman, 1991; Brown & 
Gilligan, 1992). 
Girls seem to need a relationship with their main 
caretaker, mother, for a shared reality and as a role 
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model for development. Individuation, therefore, is not 
necessary for identity (Archer, 1994; Brown & Gilligan, 
1992). Boys focus on their individual selves and develop 
identity through separation and individuation. As 
Chodorow (1974) explains, since women are the primary 
caretakers of children, "feminine personality comes to 
define itself in relation to a connection with other 
people more than masculine personality does" (pp. 43-44). 
Stoller's (1968; cited in Gilligan, 1982) studies 
support this contention. He finds that female identity 
formation takes place within a context of ongoing 
identification with the mother, while males, in defining 
their masculine identity, need to separate from their 
gender opposite. The result for males is more vigorous 
individuation efforts while for females, individuation is 
less intense. Consequently, according to Gilligan, 
issues around relationships and dependency on the one 
hand, and differentiation and separation on the other, 
are experienced differently by males and females. 
Relationships seem to be fundamentally important to the 
development of girls and women (Archer, 1989; Jordan, 
1991; Miller, 1988; Surrey 1991; Brown & Gilligan, 1992). 
However, since past studies were primarily focused 
on boys, and the results were designated for all early 
adolescents, a serious gap existed between an 
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understanding of the experiences of boys and girls 
(Gilligan 1987;). All early adolescents do share common 
experiences and responses but recent gender inquiries 
have brought attention to the disparity between girls and 
boys (Gilligan, 1990; Brown & Gilligan, 1992). It 
appears that although autonomy, individuation and self- 
sufficiency are themes of early adolescent development, 
the desire for contact and connectedness are also 
necessary component for healthy development. The 
difference is however, for boys the primary need for 
separating themselves predominates, for girls what 
predominates is the primary need for being connected with 
others (Jordan, 1991; Miller; 1991; Bergman; 1991). 
The evolution of this knowledge about female 
development had its origins in an abortion study 
conducted by Carol Gilligan in 1978. Spurred on by her 
findings of the study, which examined moral development 
in women, Gilligan uncovered the sound of a voice — a 
view of life expressed through language — that was 
different from that of men. Women, she found, were 
inclined to attend to the needs of other people, even at 
the expense of their own needs. In addition, her 
subjects often believed that love and care was directly 
related to how much she gave of herself. The female 
struggle, research unveiled, was the dilemma of balancing 
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the attention she gave to herself with what she gave 
toward others in the context of social interaction. 
In her desire to uncover background information 
about this new-found voice, Gilligan turned her gaze on 
earlier stages of female development. Her investigation 
and the investigations of those who followed her lead 
revealed a critical division between pre-adolescent 
girls, those approximately between seven and eleven, and 
early adolescent girls, those approximately between 
twelve and fifteen. 
Pre-Adolescent Girls 
To understand this division more fully it is 
necessary to explore the earlier stage from which the 
early adolescent is emerging. Called the "latency" 
period by Freud, the "concrete" period by Piaget, the 
period of "industry" by Erikson, and the "imperial" 
period by Kegan, each refers to how pre-adolescent girls 
think, initiate and respond in work, play, exploration 
and developing relationships. 
From one perspective, Emily Hancock (1989), probed 
women's memories about that earlier time in life. When 
women reminisced about the physical and mental energy of 
pre-adolescence they discovered a time when their bodies 
and psyches were undeveloped and not yet influenced by 
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social decrees about femininity. When they remembered 
physical activities — climbing, jumping, swimming, 
biking and walking — they recalled developing their 
athletic skills and the pleasure of physical 
accomplishment. And when they reviewed the mental 
organization involved in collecting, inventing and 
experimenting as business entrepreneurs, they prided 
themselves on being smart and strong (Kegan, 1982; 
Pipher, 1994) . 
As these young beings became more self-suffient, 
parents responded by bestowing opportunities for 
independence. For example, the women Hancock interviewed 
remembered choosing their own clothes, forming 
neighborhood friends, and creating a personal and social 
world. Furthermore, Pipher’s (1994) observations, as a 
therapist working with girls and their parents, described 
girls' taking on personal management, initiative and 
independence while still accepting parental guidance and 
supervision. Both Hancock (1989) and Pipher (1994) agree 
that girls of this age believe that anything is possible. 
In addition, pre-adolescence is also a time during 
which the individual develops insight into relationships. 
During interview probes in a 1992 study, Brown and 
Gilligan unearthed evidence of an expansion of cognitive 
and psychological growth. Referring to "uncommon 
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clarity" and "keen insight," Hancock's phrases (1989), 
the interviewers described the girls' need for honesty of 
interaction, and expressed a frustration with adults who 
prompt them instead to erect a facade of cooperation and 
to maintain a "surface calm" when dealing with others. 
Girls feel that interpersonal honesty, even if it leads 
to conflict, is necessary for relationship-building. 
Furthermore, when girls express objections to relational 
violations, they signify a maturity in self-other 
discrimination. 
Once they can view the self within interactions, 
group activities become important and social skills 
expand (Selman, 1980; Kegan, 1982). For in preparing 
herself for a later self-sufficiency, the pre-adolescent 
learns about cause and effect, perseverance and it's 
rewards, and the pleasure of accomplishment in both 
independent attempts and interpersonal interactions 
equally. Kegan (1982) added that by exercising curiosity 
and independent thinking girls receive praise from 
others, pleasure for themselves and feelings of 
authority. And Brown and Gilligan found that girls are 
less influenced to form personal connections by putting 
themselves second, and less aware that gender would have 
an effect upon life's possibilities. All agree that such 
feelings bring a sense of power to pre-adolescents. As 
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Kegan (1982) points out, they learn to exercise control 
over their own lives. 
Early-Adolescent Female Development 
Yet, as early adolescence approaches, more external 
and internal body changes occur than during any other 
period since infancy. Physical changes take place, 
cognitive powers expand, and these young people become 
more psychologically astute. 
There are many components to this transformation. 
First, the physical body prepares for reproduction. The 
body increases in size, weight, and sexual 
characteristics. Hormone production also increases. For 
girls it is the active production of estrogen and 
progesterone; for boys, it is androgens and testosterone. 
The secretion of these hormones triggers the mechanisms 
that stimulate growth to adult size (Tanner, 1972; Craig, 
1992; Schumer, 1982). 
These changes affect the way people understand 
themselves. There are qualities of continuity, those 
that are known and provide security; blue eyes, skin 
color, hair texture. On the other hand, the 
characteristics that are not continuous—changes in size, 
weight and sexual parts as well as feelings—are 
unsettling, and require an adjustment (Erikson, 1968). 
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Occurring simultaneously with the physical changes 
are cognitive changes. Here also, cognitive changes 
intertwine with psychological shifts in a continuous and 
discontinuous manner. Individuals let go of qualities 
that are no longer useful while holding on to those that 
are helpful during development (Erikson, 1968, Kegan, 
1982). 
During the early-adolescent stage the individual is 
now making a different sense of the world than she had 
previously. Messages are being sifted through a 
developing mind as the child becomes an adult. The 
repertoire of enhanced mental capacities is both 
genetically inborn and environmentally influenced. Each 
person1s development is affected by the social 
environment, peers and adults (Kegan, 1982; Harter, 
1990). 
Piaget portrayed the twelve-year-olds emerging from 
a concrete stage, in which their thinking capacity was 
bound to the way things appeared to be. The abilities 
that arrive with the shift from the concrete to an early 
formal operational period are a sophistication of 
thinking and reasoning. With the expanding of 
considerations come an expanse of possibilities. Young 
people can now mentally enter into a variety of cognitive 
possibilities. They find it easier to envisage more than 
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one solution to a problem. For example, no longer do 
early adolescents follow dictums simply because parents, 
teachers, or those in authority command with "because I 
say so." Early adolescents, 'want to know the rationale 
behind their elders' dictums. They want to give input, 
to participate in the managing of their own lives. A 
simple piece of external advice from one or two adults is 
no longer sufficient. 
And accompanying the physical transformation and the 
expansion of the cognitive abilities comes an extension 
of the psychological dimension. As this dimension 
develops, there is an uneven shift in the place where the 
self is centered. With this shift, which has long been 
applied to early adolescent development and used to 
explain early adolescent behaviors, the individual 
experiences and demonstrates egocentrism — an 
embeddedness in one point of view (Piaget, 1972; Elkind, 
1967; Looft, 1972). 
Egocentrism 
Egocentrism is thought to be a central theme of 
early adolescent development (Piaget, 1972; Looft, 1972; 
Elkind, 1967). According to the literature, the 
emergence of the psychological needs of girls 
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concurrently with body and mind changes induce girls to 
focus attention upon their changing selves as well as 
upon themselves within relationships (Gilligan, 1990; 
Elkind, 1967). In fact, these concomitant considerations 
are the foundation of adolescent egocentrism, especially 
for girls. 
However, egocentrism does not suddenly materialize 
at this age. Rather, it is a progressive quality, one 
that has been part of the individual’s makeup since her 
earliest years. During the early years, children 
progressively become aware that rather than being the 
center of their universe, they share space (Muus, 1982). 
Self and other become separate entities. As language 
develops, ,fWen supplements ”1" or "Me." Early 
adolescents are not only aware that others share their 
universe but they also realize that others have 
independent perceptions (Muus, 1982; Elkind, 1967; Kegan, 
1982; Selman, 1980; Erikson 1968). Cognizant of the 
perceptions of others as different from their own, 
egocentric adolescents are able to develop personal 
theories about their own existence, and their importance 
to others within their environment (Damon, 1983; Elkind, 
1981) . 
According to Piaget, healthy human social 
development requires a state of equilibrium between self- 
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oriented thought and other-oriented thought (Baumrind, 
1987; Elkind, 1967). This developmental equilibrium is 
related and explained by the concept of decentering: 
balancing the concentration of oneself by limiting self¬ 
focus in order to include the perspective of another, or 
by limiting other-focus in order to include the 
perspective of the self. Supporting this contention, 
Selman (1980) describes "...the growing child's ability 
to step mentally outside of herself and take a self- 
reflective or second-person perspective on her own 
thoughts and actions and on the realization that others 
can do so as well" (p.38). 
The dilemma, for girls, is the emphasis on 
relationships. When hearing the second-person 
perspective, they often believe that to stay in a 
relationship they must put their own thoughts and 
feelings aside and acquiesce to the normative flow (Brown 
& Gilligan, 1992). The importance of being right with 
others is often at the expense of being right for 
oneself. 
The data collected by Exner (1973) supports Piaget's 
findings. It appears that maladjustment is related to an 
egocentric imbalance in one's self- and other- 
orientation. For some, one's point of view is focused on 
oneself, for others' the point of view is enmeshed with 
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the point of view of others. Exner related his findings 
to the assumptions purported in several theoretical 
positions. He refers to the Freudian concept of 
"narcissistic balance," the Jungian framework of the 
"persona," Erikson's implications of "interpersonal 
egocentricity," and the "interaction phenomena" described 
by Hebb, Piaget and Werner (p.450). Each of these 
positions, Exner contends, implies that social adjustment 
problems can be related to "...excessive concern on or 
with the self at the expense of effective environmental 
interaction, or excessive concern with the environment at 
the expense of the self" (p.450). For most adolescent 
studies, combined of both girls and boys, a divergence 
indicates a self-focused orientation, but for many 
adolescent girls, when studied on their own, the 
divergence favors an externally-focused orientation. 
Potential adjustments and behavioral problems may exist. 
Since healthy human development requires a balance 
between thoughts directed to others and thoughts directed 
to self, the imbalance could lead to problematic social 
involvement, behavior or views that may lead to 
problematic interpretive skills and/or decision making. 
The problem is that chronologically, early adolescent 
girls are entering the stage where they really need 
relationally balanced thinking skills because so much of 
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their lives are becoming involved in the group and 
relationships (Savin-Williams & Berndt, 1990). They need 
to keep in perspective both themselves and others. They 
cannot afford to have a disorientation because they might 
not develop in a healthy human way (Exner, 1972; 
Josselson, 1994) . 
The need for people, friends, role-models, opposite 
sex relationships and parents is the essence by which the 
psychological and social life grows. With the 
development of self-reflectivity and private thoughts and 
needs, young adolescents are open to modifying themselves 
and their relationships to others (Selman, 1980; 
Broughton, 1978; Berndt, 1982). Since they can now 
believe in the possibility of change they also wish for 
change to happen (Douvan and Adelson, 1966). 
Self-Consciousness 
An important quality that emerges during the early 
adolescent years, also recognized as the shift into early 
formal cognitive development and emergence of 
psychological awareness, is self-consciousness in the 
public arena. Although self-consciousness, the awareness 
of oneself at any particular time, is a state of all 
human beings' experience, research has confirmed that 
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early adolescents are more self-conscious than younger or 
older children (Elkind & Bowens, 1979; Simmons et.at., 
1973). When social needs predominate, discomfort 
intensifies and escalates (Piaget,1972; Damon, 1983; 
Erikson, 1968; Elkind, 1981). They all determined that 
early adolescents are significantly more uncomfortable 
revealing inner and outer aspects of themselves, are 
intensely concerned about the self that is presented to 
others and are increasingly anxious about who the self is 
(Damon, 1983; Elliot, 1984; Erikson, 1968; Selman, 1980; 
Rosenberg, 1985). 
The self-consciousness that arises during early 
adolescence has characteristics of it’s own as well as 
qualities that self-consciousness and the attendant 
issues of conformity and decision making will be viewed 
through the dual lens of both general considerations of 
both boys and girls as well as through gender differences 
of girls alone. 
The importance of paying attention to gender 
differences is underscored by two specific findings that 
have been identified during early adolescence: girls are 
more other-oriented, and they tend to be more self- 
conscious than boys at twelve-years of age (Rosenberg & 
Simmons, 1982). Some theorists have attributed these 
findings to the internalized messages from society; 
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others have attributed them to the genetic makeup of 
girls and women. The underlying issue is that girls, 
more than boys, are very concerned about how they are 
accepted by others. Rosenberg & Simmons (1975) in 
particular, found that girls want to be liked. 
For example, it appears that central issues in the 
minds of 7th-grade girls are body development, physical 
looks and qualities for respect and popularity - issues 
that are related to acceptance by others (Bar-Tal & Sax, 
197 6) . Same-age friends, both same sex and opposite sex, 
are very important for this process. Girls, at twelve- 
years-of-age, place exaggerated importance on their 
successes or failures in their social arena (Harter, 
1990). 
For females, in particular, one aspect of self- 
consciousness, social desirability, is understood in 
relation to sex-role descriptions (Turner, 1978; Carver, 
Scheier, & Ickes, 1978). By current, American standards, 
physical attractiveness rather than academic achievement 
or overt competition with boys is a standard for 
popularity. Surprisingly, despite the women's movement 
and society's lip-service that women are accepted for 
achievement and success, girls still feel that if they 
compete with boys, they will be rejected by both boys and 
girls. It also appears that girls who achieve during 
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their pre-adolescent years become average as they enter 
early adolescence and move into the junior high school 
(Brown & Gilligan, 1992; Pipher, 1994; Sadker & Sadker, 
1994). They have learned that girls who are physically 
and sexually attractive are more popular than those who 
stand at the academic top of their class. 
One important early study that dealt with the issue 
of self-consciousness and included social anxiety on both 
a generic and gender specific basis, was conducted by 
Fenigstein, Scheier and Buss (1975) on adults. They 
identified three aspects of self-consciousness: private, 
public and social anxiety. In this study, private self- 
consciousness, referring to the tendency to focus on the 
internal aspects of the self—thoughts, feelings, 
desires, dreams—views that are hidden from others, 
appeared much the same for men and women. However, public 
self-consciousness, the realization that one is the 
object of another's attention, and social anxiety, the 
discomfort when taking center stage were significantly 
different for women in the public arena. Similar to 
early adolescent findings, women were concerned about 
making a good impression on others. It is important to 
distinguish between self-focus and self-awareness. Self- 
focused children view the self as the center of all 
activity. Furth (1969) believes that "...seeing himself 
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in all things, he is least able to know himself" (p.112). 
It is not until people are more capable of discriminating 
between "self and other" that they are able to know 
themselves. Self-aware people are more cognizant of 
their thoughts and actions and more able to evaluate 
consequences (Muss, 1982). 
In accordance with this, Rosenberg (1979) found that 
the ability to introspect and contemplate internal 
thoughts and feelings begins to develop during early 
adolescence. Broughton (1978) added that early 
adolescence is a time when people not only become aware 
of an inner and outer self but also understand the 
privacy of their thoughts and feelings. He referred to 
Laingfs "divided self"- a split between the real inner 
self and the self revealed to others for social 
appearances. 
For example, early adolescents are beginning to 
realize that people can be fooled in many ways: by deceit 
and exploitation (Exner, 1972), as well as by pacifying 
and peacemaking at the expense of one's true beliefs 
(Brown & Gilligan, 1992). And as they become aware and 
understand their actions and intentions, they not only 
develop control over their behavior (Selman, 1980; Duval 
& Wickland, 1972; Weinstein & Alschuler, 1985) but 
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develop values as the moral standards by which they will 
live (Harter, 1990). 
Behavior characteristics accompany an emphasis on 
the private, public or anxious self. People with high 
levels of private self-consciousness report more intense 
emotional reactions than people lower in private self- 
consciousness (Scheier & Carver, 1977). They also tend 
to have a better knowledge of their inner states (Turner, 
1980), and are more resistant to suggestible influences 
(Buss, 1980). In addition, Scheier (1980) found that 
people high in private self-consciousness tend to rely 
more on their own opinions (Duval & Wicklund, 1972). 
People high in public self-consciousness, on the 
other hand, are more concerned about the impressions they 
make on others. They place an important focus on social 
identity, and are concerned about self-expression, 
mannerisms and physical attributes. In one study, 
Fenigstein (1979) found that women high in public self- 
consciousness and social anxiety were more sensitive to 
rejection than those lower in the mentioned constructs, 
and in another study, Froming and Carver (1981) reported 
that people high in public self-consciousness and high in 
social anxiety would rather comply than go against strong 
group norms. It appears that conformity has a direct 
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relationship to individual discomfort within the social 
arena. 
Therefore, since early adolescents are more 
sensitive to issues of belonging and acceptance, they 
have a high propensity to conform (Craig, 1992). Because 
relationships at this time have an uncertain quality 
about them, efforts to belong to a social group are 
emphasized. Kegan (1982) explains that early adolescents 
judge their success in school, not by achievement scores 
or social class, but by the ability to interest others in 
themselves. Peer relationships can offer a climate of 
acceptance, shared experience and self-knowledge that 
influences and enhances the development of social skills 
and social behavior (Douvan & Adelson, 1966). And these 
relationships for girls, more importantly, satisfy a 
yearning to belong to a relational world (Gilligan, 
1990) . 
Once the early adolescent girls conform to the 
group, according to Loevinger (1976), they undertake 
behaviors designed to maintain and solidify their 
affiliation to the group. They adhere to strict group 
rules, define right and wrong within group standards, and 
exclude others outside the group. Whether it be a 
haircut or clothes, thoughts or feelings, behaviors 
around taking drugs or alcohol or engaging in sexual 
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activity, early adolescents are susceptible to the 
influence of their peers. They are driven to be like 
everybody else in order to be accepted by everybody else 
(Elkind, 1983; Levitt, Selman, Richmond, 1991) . 
Self-Esteem 
Consequently, self-esteem is promoted by the 
development of social skills and interpersonal behaviors 
that occur through peer relationships and is most often 
influenced by the acceptance and approval the individuals 
receive from their friends. Since early adolescent girls 
assess themselves by their social compatibility (Coleman, 
1961; Douvan & Adelson, 1966; Newman & Newman, 1976) they 
often attempt to achieve this by following cultural 
expections for females — "being nice," "being polite," 
looking a certain way, or achieving within the social 
norms. Because early adolescents experience a high 
degree of self-consciousness, they often carry these 
expectations into the social rules of their group as an 
attempt to control their vulnerability to success or 
failure in the social arena and to protect the value they 
place upon themselves (Elkind & Bowens, 1979; Simmons 
et.al, 1973; Brown & Gilligan, 1992, Pipher, 1994; 
Hancock, 1989). 
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Clemes and Bean (1981) identify four factors that 
not only explain these behaviors but also contribute 
toward the development of self-esteem. First, people 
must feel that they identify with, belong to, and are 
accepted by, a particular social group. Second, people 
need to feel that their own qualities are respected and 
recognized within the group. Third, they need to 
experience a control over their lives and to some extent, 
over the lives of others. And fourth, they seek 
associations with those whose beliefs are congruent with 
their earlier learned views of successful social 
development. At a time when people are becoming less 
dependent — though not completely independent — upon 
the family, the peer culture becomes an important 
environment for satisfying many of these needs (Youniss, 
1980; Douvan & Adelson, 1966; Berndt, 1982). 
Risk-Taking 
This shift in relational ties is related to the 
change in school setting, added personal responsibility 
and more free time to gather with friends. As a result, 
early adolescents often reach out into the larger 
community to test, experiment and evaluate who they are 
and where they stand in their own or the greater milieu. 
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In fact, it is a preparation for the inevitable time when 
they will leave home and establish a place for themselves 
within society (Berndt, 1982). 
Given the fact that the young person can now see a 
variety of alternatives, she is tempted to resist 
parental dictums and experiment. For the first time in 
her life, the individual begins to take risks (Levitt, 
Selman & Richmond, 1991; Baumrind, 1987). 
To understand risk-taking is to understand the 
shared perspective that occurs among early adolescents as 
they gather. Elkind refers to the imaginary audience, 
the mental construction that all persons have of 
themselves on a stage performing for an audience, with 
others judging the individual in the same way the 
individual is judging the Self. Therefore, early 
adolescents choose to be less noticeable within their 
group and are more prone to "follow the crowd." 
Complementing this belief, Elkind asserts, is the 
personal fable, a notion that each one is unique and 
indestructible. 
Risk-taking behaviors are understood as a stand for 
one's independence rather than as self-destructive 
activities. Decisions whether to participate in such 
behaviors are most often judged as a social activity 
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shared by early adolescent peers (Baumrind, 1987; Elkind, 
1968; Levitt, Selman, Richmond, 1991). 
Although early adolescents are more skilled than 
children at making decisions that affect their own lives, 
they still have a limited understanding of high-risk 
behaviors and the consequences of those behaviors. 
Indecisiveness, caused by lack of experience, compromises 
the decisions they make about their actions (Elkind, 
1981; Flavell, 1985). Considering also that early 
adolescents are continually making decisions for 
themselves, the complexities of these difficulties cannot 
be disregarded. Early adolescents need adequate support 
systems, among them the educational system, to overcome 
their developmental lack of proficiency, their need to 
conform and their paucity of experience (Levitt, Selman, 
Richmond, 1991; Flavell, 1985). 
Where is the line that demarcates risk taking 
deriving from the need for developing self-identity to 
risk taking that is driven by the need for conformity and 
social acceptance? Furthermore, where does healthy risk¬ 
taking cross over into self-destructive behavior 
(Baumrind, 1987)? There is public social concern about 
risk-taking among the early adolescents of todayFs 
society. Young adolescents’ involvement in alcohol, 
drugs, unprotected sex and violence raises many fears. 
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The fears originate in a perception that experimentation 
among early adolescents is pervasive, unpredictable and 
not limited by social constrictions or personal 
accountability. The public’s concern coupled with the 
early adolescent’s lack of surety causes a high level of 
discomfort for these young people. 
Stress 
Public self-consciousness, as well as social 
anxiety, is rooted in uncomfortable situations. 
Considering the changes of the early adolescent body, 
mind and emotions, the twelve-year-old girl is 
continually adjusting to shifts in Self. This age is a 
most stressful time in every functioning way. 
Although stress does not have an exclusive 
relationship with self-consciousness and social anxiety, 
these social constructs, magnified by being age-related, 
cause and require adaptation and change. Therefore, this 
section will introduce the notion of stress and describe 
its correlation with certain early adolescent behaviors. 
Stress is a personal response, reflecting a state of 
mind reacting to pressure (Selye,H. 1977). It has two 
manifestations. The first, short-term and acute, 
resembles the actions of animals in the wild filled with 
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fear of immediate and personal threat. Their "fight or 
flight" response is natural and untamed. Although the 
need to confront or escape may be appealing in a 
primitive way, within civilized society a "fight or 
flight" rebuttal is contrary to acceptable social 
behavior. The second manifestation of stress is enduring 
and chronic; it is a recurrent physiological, 
psychological and emotional response to threats from the 
environment. The emphasis of this section will be on 
this latter form of stress. 
Every day people face unpredictable situations. 
Whenever a change, decision or demand needs attention, 
people find themselves adapting to lifefs forces. The 
intensity of an individual's response depends on how he 
or she sees the event and on the behavior that will be 
used. For example, a pressure to get to school or work 
on time may not seem as stressful as presenting a project 
for a semester grade or a financial bonus; however, the 
personal value one places on an expectation determines 
the level of anxiety. Therefore, becoming aware of 
stress, as well as its personal meanings and one's 
reaction to it, provides what Selman, Richmond and Levitt 
(1991) describe (in another context) as opportunities for 
life-management strategies. 
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Stressful episodes frequently occur, bringing with 
them positive and negative influences. When confronting 
them, people use energy, which can either stimulate 
growth or retard their own progress. It has been found 
that strategies aimed at promoting growth positively 
improve strength and resiliency around difficult 
situations (Kabat-Zinn, 1990; Benson, 1975; Craig, 1992). 
To be specific, adults in today's society are 
responding to rapidly changing social and economic 
forces. Family life is changing, jobs are less secure, 
values are being redefined and standards are in flux 
(Yankelovich, 1981). In response to these factors, 
social investigators have gone about exploring the impact 
of life fluctuations on individual health, motivation and 
productivity (Selyne, 1977; Pelletier, 1959, 1979). They 
found that individuals respond to stress in different 
ways: some may experience stress during one incident; 
others may not. Furthermore, their efforts to reduce 
stress also differ. Follow-up research has confirmed the 
benefits of stress-reduction attempts. Businesses and 
health-oriented establishments have attempted to teach 
individuals how to channel stress for their own 
betterment (Benson, 1975; Kabat-Zinn, 1990; Siff, 
personal communication, May 8, 1994). For adults, 
addressing stress has become a universal quest. 
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Yet, the same cannot be said for adolescents. Scant 
attention is paid to the importance of stress-reduction 
for this age group. Their developmental transitions of 
mind, body and emotions in relation to school, home, peer 
and self-expectations are complicated by the pressures of 
their expanded thought, progressing from concrete to 
formal thinking. 
For the most part, stress-related concerns for 
adults and adolescents are similar. Issues around 
responsibility, inter- and intra-personal concerns and 
age-related fears are common themes. And according to 
gender research, adult women and early adolescent girls 
share some comparable experiences. Society's subtle and 
overt expectations around attractiveness, competence, 
and relational connections for girls and women have a 
troubling impact upon their development. Girls follow 
cultural rules that apply to females. These heightened 
cultural controls have a direct relation to personal 
discomfort and gender limitations. 
The two- to three-year transformation in body 
development between twelve and fifteen features uneven 
physical growth and the appearance of secondary-sex 
characteristics. With a shift to formal thinking, the 
individual's present and future attractiveness becomes a 
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sudden and paramount concern to them (Craig, 1992; 
Steiner-Adair, 1990). 
Because attractiveness takes center stage in the 
social arena, and girls as well as women are compared to 
standards of cultural beauty, this young age group learns 
that success is defined by a specific body shape, and 
universal thinness. These ideals, which permeate 
society's marketing and media worlds, but which are in 
contrast to most natural human structural development, 
warp the ways that females perceive and judge themselves. 
As a result, it is difficult for girls to confirm their 
own worth in a culture that emphasizes attractiveness, 
specifically thinness, as a value. Instead, they regard 
their developing bodies with anxiety and discomfort, 
reflecting failure by comparison to advertising's Ideal. 
Because females are valued by how they look more than 
what they achieve, girls are left wondering how much 
their inner selves count (Craig, 1992; Steiner-Adair, 
1990; Stern, 1990). 
Compounding culture's uneasiness with girls' 
developing women's bodies, are rules and customs around 
acceptance and competence that often influence female 
identity. In addition, competency for adolescent females 
is generally defined according to social standards which 
tend to value males more highly than females (Schumer, 
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1982). What girls had learned at age eight or nine, 
before they became a focus of society's concern — 
playing to win, working to be best, speaking their minds, 
even conflicting with those they love — has frequently 
become unacceptable during the subsequent years (Hancock, 
1989) . In those earlier years, confidence over 
accomplishments, growing independence and knowledge, had, 
for many, been reinforced with praise from significant 
people in their lives. Whether in the classroom, on the 
play-field, or within the home, they lived comfortably 
and wholly within the dichotomies of work and play, 
independence and dependence and male and female (Hancock, 
1989; Pipher, 1994) . 
When girls enter the girl-woman transition, however, 
society often grabs its rules and dictums, and pulls them 
down like a window shade over the individual's natural 
zeal and spirit. For success in the social sphere, which 
becomes increasingly important, the constraints of "lady¬ 
like" behaviors must replace "tom-boy" freedom (Pipher, 
1994). For this reason, compliance and obedience become 
woven into an acceptable female persona — at the expense 
of being who they are, doing what they want, and feeling 
what they feel (Brown & Gilligan, 1992). 
As a result, when females achieve competence they 
are often viewed through a lens of "nice and polite," 
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and when they become ambitious or aggressive they are 
frequently labeled "masculine" (Pipher, 1994). 
Consequently, girls often worry about how to be feminine 
and acceptable, but at the same time, are concerned about 
how to achieve (Gilligan, 1979). Since the seventh-grade 
female generally needs social acceptance more than she 
needs academic success, academic test scores tend to 
decrease during the early adolescent years (Pipher, 1994; 
Sadker & Sadker, 1994). 
Against the backdrop of the dominant culture, early 
adolescent females contend with a need for relationships, 
although this need has historically not been valued. In 
the wake of Sigmund Freud's work, theorists postulated 
that the transition from early adolescence to adulthood 
required progressive separation and ultimate autonomy 
from those on whom the individual has been dependent. 
Although males followed this pattern, females tended not 
to develop in this way. 
Freud dismissed this inability to follow this 
pattern as a developmental weakness. The interpersonal 
development of girls and women, however, is not "women’s 
developmental failure," as Freud proposed, but rather a 
preference for connection, in contrast to separation and 
autonomy. Both male and female relate to others, despite 
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their individual biological tendencies, and both male and 
female grow as their interpersonal selves are enhanced 
(Jordan, 1991). 
Yet, the notion of separation as a psychological 
goal has misguided generations of western thought. 
Women's valuing of human connection appears to have been 
missing from the predominant thought pattern of many male 
and female theorists in the first three-quarters of the 
twentieth century. It wasn't until the late 1970's, in 
the work of Carol Gilligan, that awareness about 
necessary components for "real relationships" took center 
stage. Although Erikson (1968) discussed the 
simultaneous resolution of Identity and Intimacy, 
requiring an individual to bring one's self (independent 
and autonomous) to an involvement with others (both 
dependent and connected), he applied this to late 
adolescence and adulthood. Gilligan et.al., uncovered 
the internal struggle of integrating these dichotomous 
qualities during early-adolescence. 
Later theorists based their investigations on 
Gilligan's work. Girls, they found, attempting to 
experience their own independence, are more successful 
when it's done within relationships. According to girls 
interviewed in a study by Stern (1990), independence does 
not mean "breaking ties." It means more like "similar 
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enough for mutual understanding, yet not so similar that 
you lose your own uniqueness" (p. 80); or free enough to 
lean on another. To consider the Seif, or the Other 
exclusively, deprives the growing individual of the 
necessary balance required for healthy development. And 
guides to negotiate and project a life in the grown-up 
world are a necessary component. 
Junior High School 
In 1904, the father of adolescence, G. Stanley Hall 
(1904) alluded to the junior high as a period of storm 
and stress. Erikson (1968) described the commonalities 
of behaviors representing an identity crises or 
psychosocial moratorium. Elkind (1967) explained the 
onset of adolescent egocentrism, describing the companion 
behaviors of playing to an "imaginary audience" and 
believing in one's uniqueness as a "personal fable." 
Gilligan's (1990) and Brown & Gilligan's (1992) studies 
found that early adolescent girls' internal pull is not 
toward separation but rather toward connection. The 
findings are diverse in some ways and allied in others 
basically because each behavior forms the whole picture. 
The diversity of the findings is appropriate given the 
multi-dimensional nature of this age group. 
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At a time when the Self as well as interpersonal 
relationships become primary concerns, the early 
adolescent moves into the junior-high or middle-school. 
According to Gullotta (1983) and Simmons & Blyth (1987) 
the supportive and nurturing environment of the 
elementary school is replaced by a system composed of 
several teachers, rotating classrooms and fifty-minute 
segments of academically specific instruction. Secondary 
education de-emphasizes the element of familiarity and 
comfort of the teacher-student relationship, and 
emphasizes instead, the acquisition of knowledge. The 
junior-high school is designed to foster academic 
competence. Controversy surrounds this mandatory 
design. 
Lipsitz (1977) and Hoffman (1979) are critical of 
the design. They feel that structurally, the junior-high 
school limits possibilities for interactive learning. 
Kagan (1971) also is concerned that an exclusively 
academic emphasis does not address students issues of 
"sexual adequacy," interpersonal success and/or autonomy 
of belief. Kohlberg & Gilligan (1971) are concerned 
about the meaning of secondary education for students who 
are occupied with self-discovery. The educators are 
concerned about the meaning of school for the early 
adolescent. 
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Addressing the school's role in early adolescent 
development, Mosher & Sprinthall (1979, 1970) maintain 
that psychological education is not absent from the 
classroom. Despite efforts to educate children for 
technological competence, schools have a profound effect 
upon childrens' psychological development. Educational 
systems often develop programs around hard curriculum, 
believing that the personal growth of their students 
would occur as a by-product of the students' learning 
experiences, or "hidden curriculum." 
This "hidden curriculum," according to Chan and 
Rueda (1979), is based on a series of presumptions. 
First, educators assume that students have developed the 
cognitive skills necessary for understanding grade-level 
subject matter and thought. Second, they expect that 
academic competence is a prime motivation of students. 
Third, they assume that students possess standards of 
appropriate behavior for socialization and interpersonal 
relationships. Last, according to Sprinthall (1971), 
Mosher & Sprinthall (1979), and Kegan (1982), educators 
expect that students' general behavior and personal 
responses will be congruent with educational 
expectations. Often when the expectations differ from 
reality, education becomes an arena for conflict or 
apathy. 
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Mosher & Sprinthall (1979) fear that attending to 
the psychological needs of children in a non-purposeful 
way breeds negative results. They observe that the 
longer students remain in school, the less motivated they 
become. Their interest in learning declines, negative 
self-concept increases, self-confidence in achievement 
decreases and personal autonomy in learning tasks 
declines. As a result, they notice, personal alienation, 
isolation, and negative interpersonal competition are 
heightened. Concealing personal development in the 
academic objectives of education seems to impede the 
psychological development of students. 
Adolescence appears to be a prime time for explicit, 
intentional education for psychological competence. 
Piaget has suggested that "...only during adolescence, 
and not before, is an individual capable of certain modes 
of thought" (cited in Sprinthall, 1971; p.376). The 
qualitative differences in thought as early adolescents 
approach formal thinking — considering possibilities and 
probabilities, thinking abstractly about oneself, 
understanding another's perspective, and considering life 
in the future — support the belief that not only is 
adolescence a possible and prime time to focus on 
personal issues, but also the most important time to do 
so (Mosher & Sprinthall ,1979). 
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A similar viewpoint is expressed by Konopka (1973) 
in her study of adolescence, focusing on delinquent 
girls. She believes that attention to psychological 
growth is necessary for the healthy development of 
adolescent youth. According to Konopka, adolescence is a 
integral part of human development: 
We reject the common conception that adolescence is 
solely preparation for adulthood, except in the 
sense that everything in life can be considered to 
be preparation for what follows. We believe 
adolescents are persons with specific qualities and 
characteristics who have a participatory and 
responsible role to play, tasks to perform, skills 
to develop at that particular time of life. The 
degree or extent to which an adolescent experiences 
such responsible participation will determine and 
maximize his human development (p. 292). 
The development of self during early adolescence is 
a series of continuous actions and interactions between 
the individual and the environment. Konopka believes 
that the society that has cultured and nurtured 
adolescents is the society that must attend to their 
psychological and relational growth. Confirmation of the 
positive qualities of self can promote healthy 
psychological growth, whereas inattention to the 
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struggles of self-development can inhibit and even retard 
healthy development. 
Although at the present time, formal education has 
not developed a consistent, intentional program for 
developing psychological competency, Mosher and 
Sprinthall (1979) believe that psychological and 
emotional processes can be taught. As people develop 
self-understanding, they are more able to understand and 
to relate to other people. These educators perceive 
psychological education as personalizing general 
intellectual learning about human development: affecting 
students1 understanding of attitudes, values and 
feelings; and providing psychological resources and 
activities in order for students to make personal meaning 
of experiences and relationships. 
In light of these findings, numerous theorists, 
psychologists and educators have suggested educating 
children for psychological competence. Inhelder and 
Piaget (1958) have suggested that adolescence is the 
appropriate time to focus on personal issues. Mosher and 
Sprinthall (1979) believe that self-knowledge is 
important, not only for individual growth and awareness, 
but also for success in personal relationships. 
Weinstein & Alschuler (1985) concur, purporting that 
personal and interpersonal growth would be enhanced by 
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adolescents’ understanding of their own anger, anxiety, 
and interpersonal conflict. 
Sprinthall (1974) believes that students learn about 
themselves as they tend to the development of another. 
He proposes that students become teachers and caretakers 
of others. 
When a teenager knows he will teach a class of 
elementary age pupils, or run part of a nursery 
school program, or counsel another teenager, the 
immediate motivation for learning is high—active 
responsibility versus passive observation is one way 
to describe the difference (p.97). 
The underlying presumption is that when people care for 
or assume responsibility for others, they learn to 
listen, respond, and cooperate. They learn how to take 
on responsibility, become competent at the new skill, and 
develop pleasure in carrying out a personal purpose 
within the concept of relationships. 
Reaching to Others 
Literature has addressed the importance of altruism 
as an educational aspiration (Rushton, 1980; Sprinthall, 
1974). Defined as "a social behavior carried out to 
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achieve positive outcomes for another rather than for the 
self" (Rushton, 1980, p.8), altruism requires that one 
overcome self-interest and act for another’s welfare. In 
primitive societies, altruism was necessary for survival. 
Cooperation, sharing and rule-following determined the 
success or failure of a community. With the advent of 
industrialization, however, altruism has lost its 
intrinsic value. People can provide for all their own 
needs; therefore, they no longer are as dependent on 
others. Rushton believes that "altruism is the central 
problem facing society today." 
Despite these observations, several studies indicate 
a positive relationship between age and altruism. When 
placed in an experimental situation, early adolescents 
responded to another’s need or distress more often than 
did younger children. In a study conducted by Ugurel- 
Semin, (1952), twelve-year-olds no longer exhibited 
selfish behavior and volunteered to give an extra nut to 
a friend. Green & Schneider (1974) also found that all 
the children ten or older helped an experimenter pick up 
dropped pencils, and they had a greater propensity than 
younger children to share their candy. Bar-Tal (1976) 
believes that as children grow older they gain social 
competency, perceive when help is needed, and feel a 
responsibility to help others. 
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Early adolescence appears to be an important time to 
foster helping behaviors. Supporting this contention, 
studies by Emler and Rushton (1974) and Rushton (1975) 
found that an increase in altruism was accompanied by a 
decrease in self-oriented egocentrism. In fact, they 
determined that altruistic children are more other- 
centered than self-centered, are more aware of their role 
within interactions, and exhibit higher moral judgements. 
In addition, altruistic people tend to have strong 
empathic tendencies (Aronfreed, 1970) and role-taking 
abilities. The altruistic personality has been related 
to such pro-social behaviors as honesty, social 
responsibility, cooperation, persistence and self-control 
(Rushton, 1980). Staub (1978) proposed that: 
People who tend to have positive moods, high self¬ 
esteem and a positive sense of well-being may be 
less preoccupied with themselves, have a greater 
sense of potency or strength, and perhaps feel more 
benevolent toward others than individuals 
characterized by more negative moods, low self¬ 
esteem, and a poor sense of well being. 
Consequently, the former may tend to be more 
helpful, on the whole, than the latter (p.308). 
Rushton (1980) believes that empathy and role-taking 
develop as children grow older, but adds, that learning 
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experiences are necessary. Since altruism has been 
related to a sense of personal well-being, Rushton 
(1980), Staub, (1978), Sprinthall (1974) and others have 
proposed teaching altruism to children. By doing so, 
they contend that the personal and behavioral 
characteristics related to altruistic people may be 
fostered. 
Staub acknowledges that people have different 
character traits; some are more helpful than others. 
Aronfreed (1970) believes that empathy is a precondition 
for altruism. In order to be motivated to help another, 
one must feel what the other is feeling. Anticipating 
another’s emotions can lead to actions benefitting the 
other’s welfare. It is only after one can take the role 
of another, and understand how the other feels, that one 
can respond empathetically toward another's well-being. 
Staub and Rushton believe, however, that the 
learning environment is an appropriate place to teach one 
person to reach out to help another. Despite innate 
differences, people adapt themselves to the values and 
norms of families, schools and societies. If 
environments value competition, people will respond 
competitively. If environments value cooperation, one 
can expect cooperative responses. Those who create 
learning atmospheres can stimulate designated responses. 
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In the educational setting, programs that value and teach 
altruism can influence the development of empathy, role¬ 
taking skills and altruistic inclinations. 
Two methods of teaching altruism have been proposed. 
One method, Social Learning suggests teaching altruism 
through reinforcement and modeling but results of 
numerous studies are divided as to the long-term effects 
of using these techniques exclusively (Rushton, 1976; 
Bar-Tal, 1976), nevertheless, they concluded that 
positive rewards are more effective than negative rewards 
and positive, supportive models are more effective than 
directive or instructive models. Another method, 
Cognitive learning proposes teaching role-taking skills, 
providing interactive experiences, supplying information 
and offering opportunities for children to practice the 
skills they have learned. They also recognize the 
importance of a positive supportive model. It appears 
that both techniques are important if an effective 
program is to evolve. 
Sprinthall (1974) applied these techniques to teach 
students about active listening and verbal communication 
skills while preparing them to teach others. He found 
that when students developed a language and repertoire of 
responses, awareness of other’s responses, and had the 
opportunity to use these skills to teach others, their 
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empathy in communication increased. They also appeared 
to be less wary and self-protective, developed more 
trust, communicated more openly and seemed to exhibit 
higher self-respect. Egocentrism appeared to decrease as 
a new self-reliance emerged. 
Sprinthall reported that the observed results were 
confirmed on standardized measures. On the Loevinger 
Scale of Ego Development students moved from level 3 to 
level 4. Sprinthall and Erikson (cited in Sprinthall, 
1974) replicated the design and found that students 
progressed from stage 3 to 4 on the Kohlberg Scale of 
Moral Development and from 3/3—to 4 on the Loevinger 
Scale of Ego-Development. They concluded that when 
children learned about themselves and understood the 
meanings of their non-verbal behaviors, they became more 
perceptive toward others and themselves while 
constructing interactive proficiencies. 
The process of learning new skills, coordinating 
these skills within their own reference system, and then 
applying them toward others and themselves resulted in a 
decentering of focus and lessening of egocentrism. In 
addition, teachers noticed, "without question," that 
children became more responsive, helpful and caring. 
Sprinthall (1974) concluded that ... "such a program 
apparently is a step in the direction of significant 
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educational change rather than just another version of 
'the more things change...'" (p.99). 
Therefore, the educational setting appears to be an 
appropriate place to foster altruism in children. By 
providing a systematic program of meaningful and useful 
activities and skills and then by giving students the 
opportunity to use these for the benefit of another, 
young people can begin to overcome the negative aspects 
of early adolescence. 
Conclusion 
This study will compare a program similar to 
Sprinthall's design with other non-academic school 
activities. The "Friendly PEERsuation" program will 
teach students about communication, stress-management, 
peer-refusal and leadership. Students will then be 
prepared to use these new skills to teach younger 
children. It is this author's contention that students 
who participate in this program will experience a decline 
in egocentrism, public self-consciousness, social 
anxiety, and an increase in self-awareness and self¬ 
esteem as compared with students who participate in other 
non-academic school activities. 
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CHAPTER 3 
METHODOLOGY 
Introduction 
The purpose of this study was to evaluate the effects 
of "Friendly PEERsuasion," an interactive, interpersonal 
curriculum, upon the self-development of 7th-grade girls. 
The study was conducted at a local public junior high 
school, where one period each week was designated for 
school-wide activities. "Friendly PEERsuasion" was 
brought into the school and included as one of the 
available programs, in fact the only one open only to 
girls. 
This chapter describes the experimental groups as 
those who volunteered for the interpersonal growth class 
(N=16, Group 1) and those who extended the classroom 
program by teaching younger children (N=ll, Group 1A). The 
students who selected one of three other activities were 
designated as control groups: Chorus (N=15, Group 2), 
Sports (N=6, Group 3) and Study Hall (N=9, Group 4). The 
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focus of this inquiry was to examine change in perceptions 
of physical growth, egocentrism, self-consciousness and 
self-esteem before and after the curriculum of each 
activity. The subjects, specific evaluative instruments 
and method will also be described. 
"Friendly PEERsuasion's" focus on the interpersonal 
development of 7th-grade girls was in response to the 
girls' needs, to the amount of time they spend in an 
educational setting and to strengthen personal resolve 
around drug and alcohol use. The individuals in the 
control groups spent their time differently: in Chorus, 
Sports, and (in the case of the girls who did not 
volunteer for any activity) Study Hall. Once the students 
had selected their program, they were asked to volunteer 
for this study. 
The general purpose of this study was to evaluate and 
compare student changes in the experimental groups to 
student changes in the control groups before and after the 
individuals participated in their selected activities. 
The variations were first measured with a puberty scale to 
assess the students' awareness of their growth in height. 
Next, the experimental groups, who chose an activity 
that provided training in communication, stress- 
management, peer-refusal and leadership and were prepared 
to teach younger children, were evaluated by four 
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hypothetical predictions: 1) they would experience a 
decrease in egocentrism; 2) they would show a reduction in 
public self-consciousness and social anxiety; 3) they 
would indicate an increase in private self-consciousness; 
and 4) they would demonstrate an increase in self-esteem. 
Finally, changes in the control groups were appraised 
by two hypothetical projections: 1) the Chorus (Group 2) 
and Sports (Group 3) groups would reveal a minimal change 
in egocentrism, self-consciousness and self-esteem; and 2) 
the Study Hall group (Group 4), would be more 
egocentrically self-focused, higher in public self- 
consciousness and social anxiety, lower in private self- 
consciousness and lower in self-esteem than the students 
in the other two control groups. 
A pre-test, post-test treatment intervention design 
was selected for this research. Girls who volunteered for 
the study as part of their chosen activity brought in 
permission slips signed by their parent or guardian, and 
then signed a consent form for themselves. This latter 
document assured both confidentiality and permission to 
withdraw from the study. 
All students received forty-five minutes of program 
instruction, once a week for 12 weeks, unevenly 
distributed over 24 weeks. The general information 
surveys and four standard psychological instruments were 
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administered before the activities began in November and 
again, after they ended in May. The author of this study 
was not involved in the planning or administration of any 
of the activity programs. 
The experimental group learned about communication 
skills and used them for stress-management, decision¬ 
making, peer-refusal and leadership. The curriculum 
merged these new skills with information about the 
pitfalls of drug and alcohol abuse. Following the 
classroom activities, girls used what they had learned to 
prepare a teaching program for younger children. The 
"Chorus" control group was made up of fifteen girls who 
participated with a larger group of boys and girls to form 
the chorus activity. They learned the elements of music, 
rhythm, and harmony. The chorus presented a musical 
program as a culminating activity. 
The "Sports" program was comprised of six girls from 
two sports activities. Those who participated in weight 
training learned about exercise and nutrition and prepared 
their bodies for actual weight lifting. Other girls 
learned about tennis and golf and practiced in the 
gymnasium. Their activities concluded with competitive 
games. 
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Study Hall provided quiet time for homework, tutoring 
and quiet conversation. The girls appeared to gather in 
small random groups and work together. 
Subjects 
The subjects for this study were 46 early-adolescent 
females (7th graders) attending a public junior high 
school. They all participated in the school's education 
program and represented the career, college, classical and 
bi-lingual levels of the school's academic tracking 
system. Subjects came from a middle to lower economic, 
urban population. Seven of the students were more fluent 
in Spanish than in English. The experimental group was 
selected because of their voluntary participation in the 
"Friendly PEERsuation" program. 
In order to address the innate complications that 
arise from using a volunteer sample to represent the 
general early adolescent female population, three other 
groups of 7th-grade girls were included in this study. 
These individuals represented the same population as the 
"Friendly PEERsuaders." All girls voluntarily 
participated in the school-wide activity program and this 
research study. One group took part in a chorus activity; 
the second group chose a sports activity; and the third, 
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which was made up of students who did not choose a 
structured activity, were assigned to a study hall. 
Intervention Design 
The experimental group took part in the "Friendly 
PEERsuation" activity. This program was sponsored by 
Girls Inc., formerly the Girls Club, and was conducted 
during the schoolTs activity period. 
The "Friendly PEERsuation" program was organized into 
five topics, taught in twelve, forty-five minute segments. 
Teaching activities incorporated role-playing, 
collaboration in dyads or small groups, game playing, 
artistic expression, and a dissemination of relevant 
information about the self, others, drug and alcohol abuse 
and skills for teaching younger children. The five topics 
were: 
Communication 
Girls were taught about and experienced effective 
communication. They learned to understand and interpret 
common signals of non-verbal communication and to be aware 
of the messages they convey through their own non-verbal 
behaviors. Skills in empathic listening, advice-giving, 
and verbal communication were fostered. 
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Stress 
Stress was presented as a normal factor in people's 
lives. The girls were helped to identify their own 
reactions to stress and to understand that stress can 
interfere with their ability to make decisions. They 
learned about responsibility for their actions, making 
choices in stressful situations and stress management 
techniques for daily use. Substance abuse was presented 
as an inappropriate reaction to stress. 
Peer pressure 
Students were encouraged to accept responsibility for 
their own actions and to identify sources of influence 
upon their own behavior. The media, individual peers and 
the peer group were identified as subtle and not-so-subtle 
forces on behavior. The girls also learned and practiced 
ways to resist and counteract peer pressure and to develop 
confidence in their own decisions. 
Substance use and abuse 
Participants in the "Friendly Peersuation" program 
learned about the impact of substance abuse on their 
health, relationships, academic success, and independence. 
They were taught to identify dangerous substances and the 
legal consequences for substance use. Information was 
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presented about the physiological and psychological 
effects of drugs and alcohol and the reasons why people 
may turn to substance use. Students were encouraged to 
develop skills to resist substance temptations and to 
counsel others to do the same. They were also prepared to 
identify local resources for information and treatment. 
Getting ready to lead 
Students examined different leadership styles and the 
importance of effective leadership. They reviewed the 
information, skills, and experiences they have learned and 
began to formulate teaching plans. The girls were 
encouraged to support one another and to help each other 
by providing positive and constructive feedback. 
At the conclusion of the classroom lessons, 
"PEERsuaders" gathered at Girls Incorporated and had the 
opportunity to use what they learned. Girls worked 
together to develop lesson plans and then to team-teach 
younger children about the pitfalls of substance abuse. 
Students conducted two 30 minute lessons for groups of 
youngsters, ages 6 to 10, at the a local elementary 
school. 
Two of the control groups participated in other 
activities provided by the school. One group was composed 
of those who volunteered for Chorus. These students were 
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taught about choral discipline, harmonizing and the 
pleasure of singing together for forty-five minutes each 
week for twelve weeks. Their program culminated with a 
choral recital. 
The Sports group learned about sportsmanship, the 
importance of healthy eating and exercise, and skills for 
golf, tennis and weight-lifting for forty-five minutes 
each week for twelve weeks. At the completion, they 
participated in competitive games. 
The third control group was assigned to a Study Hall 
and worked on school assignments during the forty-five 
minute period during the same twelve weeks. The activity 
also provided time for the girls to quietly talk to their 
class-mates or to request academic assistance for their 
lessons or homework. 
Procedure 
Before the onset of the activities, students who 
volunteered to participate in "Friendly PEERsuation," 
Chorus, Sports and those who were assigned to a Study 
Hall, were asked to participate. They were told that the 
purpose of the study was to find out how 7th graders think 
about themselves and others; that the information would be 
used to learn about the issues and concerns of 7th grade 
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students; and that they would be tested during the first 
and last activity period. All participating students 
were assured that responses would be confidential and that 
they could withdraw from the study at any time. They were 
told that any questions they or their parents had about 
the study would be answered in person or on the telephone. 
Permission slips were distributed in English and Spanish, 
to be signed by their parents or guardians and returned 
(see appendix A). Only students who returned signed 
permission slips were included in the study. 
On the day of the study, students were asked to sign 
a letter of informed consent, presented in Spanish and 
English (see appendix A), and any additional questions 
they had, were answered at that time. This was followed 
by the administration of a general information survey, a 
pubertal self-assessment survey. The Exner Self-Focus 
Sentence Completion Measurement, The Self-Consciousness 
Survey, and The Rosenberg inventory of Self-Esteem. The 
surveys were available in Spanish as well as English and 
an interpreter was provided to accommodate the needs of 
Spanish-speaking students (see appendix B). Each testing 
session took approximately forty-five minutes. 
In May, at the conclusion of the activity periods, 
students were asked to report any significant event or 
occurrence in their personal lives during the previous six 
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months that might account for a change in their views of 
themselves (see appendix B). They were then asked to 
complete the four surveys again. 
Instruments 
All surveys were administered in the same order: 
first, the general information survey; second, the 
pubertal self-assessment; third. The Exner Self-Focus 
Sentence Completion Measurement; fourth, The Self- 
Consciousness Survey; and fifth, the Rosenberg Scale of 
Self-Esteem. 
The general information survey gathered two kinds of 
information: data about each student's personal life 
(age, grade, birth order) and about their outside, helping 
experiences (home responsibilities, outside work or 
volunteer activities) (see appendix B). 
The Self-Focus Sentence Completion: A Study of 
Egocentricity 
The Exner Self-Focus Sentence Completion instrument 
was chosen to measure the degree of egocentrism of the 
subjects in this study before and after the school's 
activities. The test consists of thirty self-referent 
sentence stems, most of which contain the personal 
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pronouns "I," "me," or "my." For the purpose of this 
study, twenty-nine sentence stems were used. Question 15 
was deleted because it's content, "My sex life", appeared 
to be inappropriate for 7th graders. 
Responses to these stems specified whether the 
subject was primarily Self-focused (S), primarily 
Externally- (or Other-)focused (0) or balanced between 
Self and Other responses. The result of the measurement 
produced a ratio of Self-Other responses which Exner 
(1973) refers to as an "egocentric balance." He believed 
that a close ratio of Self-Other responses is related to 
successful social adjustment, a position supported by a 
variety of theoretical positions. 
The initial use of this instrument was conducted on 
2,592 non-psychiatric subjects representing five 
populations (including normal adolescents) and extended to 
include 273 psychiatric patients. The psychiatric 
patients typified nine diagnostic groups. The results 
revealed that the normal subjects gave consistently more 
balanced Self-Other responses, while the responses from 
the psychiatric population favored either Self or Other 
responses, in the extreme. 
One finding was of interest. Within the normal 
population Exner found that adolescents gave significantly 
more Self than Other responses, a finding consistent with 
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other investigations of adolescent egocentrism. It 
appeared that people were more self-focused during the 
adolescent years than at other periods of the life span. 
The reliability and validity of the Exner Self-Focus 
Sentence Completion survey, when assessed, appeared to be 
methodologically sound. Three scoring reliability studies 
were then conducted. Scorers randomly chose 35 protocols 
from 800 tests collected in the original sample which had 
not been previously scored. The first scoring group was 
composed of graduate students in psychology who were 
familiar with the scoring procedure. Reliability 
coefficients were Self-focus, r = .94 and Other-focus, r = 
.91. The second group was composed of students who were 
not experienced with measurement but who received one hour 
of instruction. The results were Self-focus, r = .90 and 
Other-focus = .87. The third group was composed of 
licensed clinical psychologists. The results were self¬ 
focus, r = .97 and external focus, r = .93. Exner (1973) 
recognized that some differences might exist among 
scorers' results, but believed that they were "moderate 
and within acceptable limits" (p.439). 
The use of this instrument as a pre-post intervention 
study was validated. In each study psychiatric patients 
were tested before the intervention and then retested 
shortly afterwards. Those patients who showed improved 
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social adjustment also displayed a significant shift 
toward a balanced ratio in their Self-Other focus. Those 
who did not improve maintained their extreme-Self or 
extreme-other orientation. 
Follow-up studies were also conducted with non¬ 
psychiatric subjects. Peace Corps volunteers who were the 
most successful gave more balanced Self-Other responses. 
Those who resigned during training or were deemed as 
inadequate by their superiors gave significantly higher 
Self-focused responses. Those who failed to complete one 
year of service had significantly higher Other-focus 
responses. Exner (1973) believes that those who failed 
during training or as volunteers were too focused on 
themselves to do the job properly, while those who could 
not complete their volunteer service were overly concerned 
with others at the expense of themselves. 
The Exner Self-Focus Sentence Completion Survey is 
included in this study because it is a sound measure for 
assessing egocentrism. Since the measurement has been 
extensively used with both normal and psychiatric 
populations, the relationship between the two can be 
observed. For example, results from normal adolescents 
was less extreme, yet demonstrated the same behavior 
patterns as psychiatric patients. This information is 
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helpful for understanding what is "normal" during the 
adolescent period. 
Validity studies have been conducted in pre-post 
design application procedures with intervention programs. 
Because the measurement was internally flexible it 
provided important information about the effectiveness of 
the intervention programs upon the egocentrism of the 
participants. There also were no significant differences 
between male and female responses. 
This instrument provides, not only quantitative data 
about the subjects but also, by providing a sentence 
completion format, the content and tone of written 
responses can be interpreted and categorized. Some of the 
issues, concerns and/or aspirations of early adolescents 
may be identified. 
The Self-Consciousness Scale 
The Self-Consciousness Scale, developed by 
Fenigstein, Scheier, & Buss (1975), was designed to 
measure individual differences in the manner to which 
people focus attention upon themselves. The scale has 
been divided into three sub-scales. Private self- 
consciousness refers to the disposition to focus on one's 
thoughts and feelings such as one's privately held 
beliefs, desires, values and emotions. Public self- 
77 
consciousness refers to an awareness of oneself as a 
social object who may be evaluated by others. This 
awareness includes behaviors, mannerisms, expressive 
qualities and physical attributes. A third component, 
social anxiety, measures people’s reactions to self- 
examination, particularly when the examination occurs in 
the presence of others. The Self-Consciousness Scale has 
been used by numerous researchers to explore the 
relationship between self-focused attention within the 
social arena and various areas of psychological 
functioning. 
The original Self-Consciousness Scale consisted of 
twenty-three items responded to in a five-point Lacerate 
scale format ranging from 4 ("extremely characteristic") 
to 0 ("extremely uncharacteristic"). Its design was 
constructed for use with college-educated populations. 
Those who attempted to use it with non-college subjects 
experienced difficulty. The wording of the response 
format as well as the wording of many of the items was too 
complex for use with the general population. In 1985, 
Scheier and Carver revised the scale for use with more 
varied populations. In the final version of the revised 
Self-Consciousness Scale several of the items were 
rewritten and one was dropped from the scale. In addition 
the five point Lacerate format was changed to a four-point 
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Likert-type scale. The twenty-two items were responded to 
on a scale of 3 to 0 with 3 representing "a lot like me" 
and 0 "not at all like me." 
When the final revisions were completed, 298 
undergraduates took both the original Self-Consciousness 
Scale and the revised edition to determine how the 
psychometric properties of each might be compared and how 
the two scales correlated to each other. When the factor 
analyses and interschool correlations were completed, it 
appeared that revised scale was an appropriate substitute 
for the original scale for use with more general 
populations (Scheier & Carver, 1985). This author 
acknowledges that at this time the revised Self- 
Consciousness Scale has not been widely used with 
adolescent populations; however, the factor analyses and 
interschool correlations indicate its interchangeable 
effectiveness. 
According to Scheier and Carver (1985), the internal 
consistency of the revised Self-Consciousness Scale was 
determined by computing one Cronbach alpha for each 
sub-scale. The following were identified: private self- 
consciousness .75, public self-consciousness .84 and 
social anxiety .79. A test-retest reliability of 
individual scores over time was conducted. One hundred 
thirty-five subjects completed the assessment at the 
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beginning and end of a four-week period. The test-retest 
correlation was as follows: private self-consciousness 
.76, public self-consciousness .74 and the social anxiety 
.77. Scheier and Carver (1985) report that "These values 
suggest that the revised Self-Consciousness Scale 
possesses reasonable stability across time" (p.697). 
The validity data of the original Self-Consciousness 
Scale have been extensively assessed. Numerous studies 
have assessed the relationship of individual differences 
in self-consciousness to social functioning. They have 
been shown to have important implications for behavior 
(Carver & Glass, 1976). Private self-consciousness is 
believed to promote greater awareness of transient 
affective states. Subjects who were high on private self- 
consciousness were consistently more resistant to group 
pressure, relied more on their own opinions, and were more 
likely to disregard the misleading opinions of other group 
members than those who were low in this area. 
Public self-consciousness is believed to promote 
greater awareness of oneself in a social situation. 
Subjects who were higher on public self-consciousness were 
more sensitive to interpersonal rejection, and more often 
complied rather than act in extreme opposition to group 
norms. They also tend to be more socially anxious than 
those high on private self-consciousness (Scheier & 
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Carver, 1983). Both public and private self-consciousness 
as well as social anxiety measures appear to assess 
diverse personality attributes (Scheier & Carver, 1983; 
Carver & Glass, 1976). 
A concern of this measurement tool was that it might 
measure something other than what it was intended to 
measure. Carver and Glass (1976) attempted to determine 
how the sub-scales correlated with potentially 
contaminating variables. Five variables were identified: 
Intelligence, Need for Achievement, Test Anxiety, Activity 
Level, and Sociability. In addition, information about 
emotional and impulsive influences was gathered from the 
activity level and sociability questionnaires. 
The results indicated that private and public self- 
consciousness were relatively free from the variables 
measured, although public self-consciousness correlated 
weakly with sociability and emotionality. Social Anxiety 
was not related to test anxiety, suggesting that the scale 
is specific to Social Anxiety. Carver and Glass (1976) 
state, "It thus appears that the two Self-consciousness 
sub-scales of the SCS may be employed as selection 
instruments for future research with little fear of their 
being confounded with the variables tested here" (p.172). 
The revised Self-Consciousness Scale will be included 
in this present study because it evaluates three 
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personality aspects that are salient to the development of 
early adolescents. Although this instrument has not been 
widely used with early adolescent populations, this author 
believes that the constructs measured will provide valid 
information about the affective disposition of the view 
these individuals have of themselves in their social 
world. 
Researchers who have used this measurement attempted 
to identify gender differences in the responses. None 
were found. The measurement appears to be sound and 
consistent for both males and females. 
In test-retest situations it is internally flexible, 
allowing a measurement of change in behavioral attitude 
following an intervention program. Since the purpose of 
this study is to investigate whether one's dispositional 
focus on oneself will be altered by interactive 
experiences between self and other, it is believed that 
the data collected by a pre- and post-test of the revised 
Self-Consciousness scale will provide reliable knowledge 
relevant to this inquiry. 
The Rosenberg Self-Esteem Scale 
The Rosenberg Self-Esteem Scale (1979) is a short, 
ten-item, paper-and-pencil measure which gives a rough 
indication of general self-esteem. Subjects respond to 
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statements with a four-point rating: 3 = strongly agree, 2 
= agree, 1 = disagree, 0 = strongly disagree. 
The Coefficient of Reproducibility of 92 percent and 
a Coefficient of Scalability of 72 percent imply that this 
instrument possesses an internal reliability which allows 
it to be used in test-retest situations. For this reason, 
this Self-Esteem scale appears to have a reliable face 
validity when used to measure positive or negative global 
self-esteem. It is included in this study to explore the 
possible relationship between pubertal growth, egocentric 
focus, self-consciousness and general self-esteem. 
Personal Pubertal Assessment 
This short assessment is included to examine how 
subjects perceive their pubertal development in relation 
to the development of the peers. The three questions 
allow subjects to describe their own physical development. 
Since pubertal development has been related to 
egocentrism, self-consciousness and self-esteem, this 
measure has been used to evaluate the relationship between 
pubertal development, egocentrism, self-consciousness and 
self-esteem during early adolescence. 
83 
Treatment of Data 
Scoring 
The information gathered from the general information 
survey and pubertal self-assessment has been used to 
identify any external or internal events that might affect 
each person's egocentric tendencies, self-consciousness 
and/or self-esteem. 
Responses on The Exner Self-Focus Completion 
Measurement have been analyzed for self/external content 
according to the criteria developed by Exner. Written 
thoughts have been categorized into either Self-focus (S), 
Other-focus (0), or Neutral-focus (N), not fitting into 
either category. Responses in each category have been 
totaled and a Self/Other ratio has been obtained. 
The Self-Consciousness Scale is organized into 3 sub¬ 
categories: private self-consciousness, public self- 
consciousness and social anxiety. Questions 8 and 11 were 
reversed before scoring. The sub-scale scores were 
determined by adding the numerical value of each response: 
3 = "a lot like me," 2 = "somewhat like me," 1 = "a little 
like me," and 0 = "not at all like me." Each sub-category 
was scored separately. 
The Rosenberg Scale of Self-Esteem is a 10-item 
Guttman scale. Scores were determined by adding the value 
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of each response: 3 = strongly agree, 2 = agree, 1 = 
disagree, 0 = strongly disagree. Questions 3, 5, 8, 9, 
and 10 were reversed before scoring. High and low self¬ 
esteem were identified. 
Data Analysis 
An analysis of variance was conducted upon: the pre¬ 
test results determining and comparing any initial 
differences; post-test scores determining any significant 
changes at the end of the study; and overall difference 
scores between the pre- and post-test, for the five 
groups. In addition, t-tests for paired-samples were 
administered to determine changes between the pre- and 
post-tests within each of the experimental and control 
groups 
The puberty assessment was analyzed by chi-square to 
determine frequency distributions within the groups. A 
sign-test was also administered to ascertain changes 
between the pre-and post-test results for the five groups. 
Limitations of the Study 
Limitations of this study were identified. First, 
the significant results were affected by a small sample 
size. Second, the two experimental and three control 
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groups were composed of a volunteer sample of 7th-grade 
females from a middle to lower socioeconomic background 
and emanated from an urban environment. In response to 
the subjects' circumstances, the findings about the 
effectiveness of the "Friendly PEERsuation" program in 
comparison to Chorus, Sports and Study Hall do not 
represent the American early-adolescent population as a 
whole. 
The interpretation of data takes these limitations 
into account and refers to them when necessary. 
Intervention 
The "Friendly PEERsuasion" intervention, which was 
provided to the experimental group for the activities 
period, was derived from the assumption that communication 
lays the groundwork for human relationships. By means of 
communication, people judge themselves and others through 
interactive behaviors, and increase their knowledge of the 
social world. Understanding the feelings that accompany 
interactions, as well as learning about listening to 
others and speaking for oneself, prepares individuals to 
deal with others and with themselves. John Hubbel 
referred to education as ..."the ability to meet life's 
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situations" (Carnegie, 1981, pp.xix). And most life 
situations require interactions with people. 
Furthermore, adolescents who are not well skilled in 
interpersonal relationships tend to be more lonely and 
self-absorbed. They often have more difficult times with 
parents and teachers, do less well in school, and choose 
friends who are equally less socially skilled. Under 
these conditions, human satisfaction is compromised. 
Girls, Inc. created "Friendly PEERSuation" to teach 
girls about communication, stress-reduction, decision 
making, peer pressure and leadership. The program also 
encouraged girls to use the new skills to combat the abuse 
of drugs, alcohol and tobacco. Following the classroom 
activities, the students reinforced their knowledge by 
designing and teaching a replica of their own course 
experience. Over the long run. Girl’s Inc. ascertained 
that what adolescents learn as young apprentices in their 
growing-up world, they use to construct a foundation for 
future interpersonal growth. And if they practice what 
they learn, they will live life more effectively. 
The Experimental Group (N=16), also known as Group 
1, participated in the classroom activities. The first 
two sessions introduced and reinforced communication 
skills: non-verbal, verbal and attendant listening 
techniques. The third and fourth sessions identified 
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stress and suggested ways to manage it. Week five, which 
examined peer and media pressure, was followed, in week 
six, by an exploration of methods to resist these powerful 
influences. Sessions seven, eight, nine, ten and eleven 
used the techniques from the previous lessons to introduce 
harmful substances while reinforcing self-worth, 
confidence and self-esteem. The last lesson taught the 
girls how to exercise peer leadership and prepared them to 
teach younger children. A celebration was planned for the 
final meeting. 
When the study was moved to the Girls, Inc. setting, 
five students chose not to continue with the program. The 
remaining eleven students from Group 1, then became 
designated as Group 1A. They met, formed teaching groups, 
planned their curriculum and taught younger children in a 
local elementary school. 
The subsequent lessons constitute the "Friendly 
PEERsuasion" curriculum. They are presented in the order 
of their administration. 
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Lesson 1: Communication Skills 
The following goals were designed to enhance 
communication skills: 
1. to increase awareness of effective communication; 
2. to illustrate and reinforce the need for good 
communication in a teaching context; and 
3. to impact group-building efforts. 
The first session introduced communication. This 
theme emphasized social skills and set the stage for 
interpersonal success, stress-reduction and leadership 
development. Leaders framed this lesson around 
interactive activities that raised awareness of verbal and 
non-verbal communication skills. 
One example of this awareness is in the area of non¬ 
verbal communication, where body language, vocal tone, eye 
contact, and facial expressions can confuse the meaning of 
a message. The absence of a vocal dimension often induces 
individual interpretation. Through non-verbal exercises 
instead of instructive lectures, girls were given the task 
of observing and using non-verbal communication for 
themselves. 
Then when voice was added, the art of listening was 
developed through role-plays — the girls were divided 
into pairs, speakers and listeners. The speakers chose a 
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suggested topic, and the listeners practiced appropriate 
listening skills: nodding their head, leaning forward, 
displaying facial expression that communicate interest, 
and asking leading questions. The leaders monitored the 
responses, and the girls were also required to monitor 
themselves. All positive insights were listed on a 
"PEERsuaders Do" chart (see appendix C). The girls were 
then asked to choose one new skill and practice it over 
the next week. 
It's important to note that a reminder in the Girl's 
Inc. Guide for Leaders was directed toward using the 
skills they were teaching — affirming responses, 
reflective listening, and consistent body language — and 
emphasized the importance of an environment in which the 
teaching and learning are congruent. People best learn 
how to act, when they observe how to act. 
Lesson 2: What Am I Saying - And How Am I Doing It? 
These questions were presented for students to 
measure their progress in communication. The specific 
goals were: 
1. to analyze the importance of clear verbal 
communication on relationships; and 
2. to experience the impact of non-verbal 
communication. 
90 
The lesson not only reviewed the listening skills 
from the previous week, but also served to remind the 
participants that they would be acting as leaders for 
younger children following the classwork material. 
Consequently, from the beginning, they were encouraged to 
think about the listening and speaking skills they would 
need for their eventual teaching experience. 
An Imagery Exercise was used to jog the girls1 
memories about thoughts and recollections from when they 
had been in grades three, four or five. With their eyes 
closed, they recalled favorite foods, friends, clothes, 
toys and teachers from those earlier years. Following the 
exercise, the girls were asked to describe their 
recollections while the leaders demonstrated positive 
listening skills. The girls were then asked if they felt 
heard or understood. How did the leader let them know 
they were heard? 
The next communication activity explored the effects 
of verbal and non-verbal language upon the feelings of the 
listener. Each girl chose a feeling word and acted it 
out, sometimes individually and sometimes within a team. 
The observers attempted to identify the feelings. The 
actors were also asked to contradict the feeling with a 
contrasting body language. Both speakers and listeners 
explained how it felt to receive conflicting messages. 
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The final segment of lesson two provided an 
opportunity to practice and evaluate clear verbal 
expression. Girls were divided into dyads and seated back 
to back. One PEERsuader was designated the sender, the 
other the receiver. The receiver was given a plate, a 
loaf of bread, a jar of peanut butter, a jar of jelly, and 
a knife. The sender described how to make a peanut butter 
and jelly sandwich. The receiver did only what she was 
told. Reversing roles, they tried the activity again. 
The participants enhanced their understanding of the power 
of the spoken word, as well as the reliance of the 
listener on the speaker for direction and leadership (see 
appendix C). 
Lesson 3: Stress and Me 
These goals were presented to enhance an 
understanding of the effects of stress: 
1. to define stress; 
2. to identify sources of stress in girls* lives; and 
3. to increase awareness of both positive and 
negative physical/mental reactions to stress. 
After reviewing the previous week's communication 
identifications, the girls were introduced to the concept 
of stress. They learned that the reaction toward stress 
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can be both positive and negative. To identify stressors, 
the girls and leaders formed a circle. The leader began 
with a ball of yarn, wound the end around her finger, and 
with a word or phrase describing one of her stressors when 
she was twelve, threw the yarn to one of the girls to 
follow the same procedure. As the yarn tangled, an 
analogy was formed. Stress can complicate your life, like 
tangled yarn. Therefore, it’s difficult to create 
solutions from an intertwisted snarl — and even more 
difficult to make decisions. 
The leader then cut the yarn and freed everyone to 
investigate how they could find solutions to their stress. 
They were all directed to save their yarn in a small bag 
and to remember that stress doesn't go away; it must be 
consciously managed , that is, untangled. 
Right after that, each girl received a paper doll to 
represent herself along with a colored marker. The marker 
was used to identify parts of the body that felt the 
stress, and mark it on their likeness (see appendix C). 
When the class ended, they left with their stress bags 
anticipating the upcoming lesson about managing stress. 
For homework, the leaders encouraged the girls to 
observe friends as well as peers and examine examples of 
stress placed on them by teachers, coaches, parents and 
friends. 
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Lesson 4: Stress Management 
In response to identified stressors, goals around 
managing stress were introduced: 
1. to increase awareness and facilitate practice of 
healthy stress management techniques; and 
2. to learn about community resources that can assist 
with stress control. 
The activities for this lesson included three 
structured, interactive experiences. First, one girl was 
asked to volunteer, stand in front of the group and 
mention one stressful event that occurred in a previous 
class or observed at school. A book was placed on her 
arm. The girls then followed one another, contributing a 
stressor and placing a book on the volunteer's arm. This 
continued until the volunteer was overloaded and an 
analogy was explained. Stress can overload one's insides 
in the same way the books can overload one's outsides. 
The demonstration was followed by a discussion about 
healthy ways to manage stress. 
In the second structured experience, the girls and 
leaders shared thoughts and named unhealthy ways of 
managing stress. Drugs, alcohol and food emerged most 
often. The leaders explained that these solutions not 
only delay resolving problems but cause mental and 
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physical ill health. Afterwards, community resource 
information was distributed. Appropriate organizations 
and locations were described. 
The closing activity provided the girls with time to 
devise and undertake stress management techniques that 
were right for them individually, in pairs or in small 
groups. They were encouraged to explore new methods of 
managing stress during the week. Finally they were 
directed to throw away one piece of yarn. 
Lesson 5: I Made My Own Choices 
Girls were prepared to take charge of their own 
behavior with the following goals: 
1. to encourage girls to accept responsibility for 
their own actions; and 
2. to introduce refusal skills. 
A circle was formed and each girl was given a balloon 
and a pin. They were instructed to identify situations in 
which someone would attempt to convince them to do 
something they knew was wrong. With each mention of a 
situation, they would go around the circle and move the 
pin closer to the balloon. One by one, each balloon 
popped. The responses were listed on posterboard, termed 
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positive or negative, and identified as peer pressure. 
Peer pressure was then discussed. 
During the next ten minutes, refusal skills were 
introduced. The girls learned about saying "no" to 
negative peer pressure while at the same time keeping 
their friends. The leaders discussed decision-making, the 
feelings they might experience and ideas to help them 
stand by their beliefs. The girls learned that 
recognizing and resisting reflect both self-confidence and 
intelligence. Following the lecture, the girls spent 
twenty minutes role-playing refusal techniques (see 
appendix C). 
As an assignment for the following week's session, 
the class was asked to bring in advertisements about beer, 
alcohol, cigarette and over-the-counter drugs, for a 
discussion of media influence. 
Lesson 6: Media and Peer Pressure 
The media and peers have a powerful effect on one's 
behavior. The following goals addressed these influences: 
1. to help girls identify sources of influence on 
their behavior; and 
2. to allow further practice of refusal skills. 
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This lesson opened with a review of all the peer 
pressure the individuals have encountered. They were 
asked to analyze how they handled it. Could they have 
responded differently? Did they have questions about the 
steps of refusal skills? 
Soon afterward, they participated in another planned 
role-play about peer refusal. Again the girls chose dyads 
or small groups to analyze each other’s performance and 
offer input. The role-playing exercise, in conjunction 
with the advertisements they had brought in, led to a 
discussion of how the media affects people's behavior. 
Immediately following the discussion, the girls 
created collages with the ads they had collected the 
previous week. The leaders probed for ideas about why ads 
were designed as they were. Finally, the girls were 
instructed to create a self-made advertising project 
promoting a self-created product. 
Wrapping up the lesson, the leaders talked about the 
tough pressures that media as well as people put on all of 
us. A peer pressure pamphlet for teens about coping with 
stress was distributed (see appendix C). 
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Lesson 7: Introduction to Substance Use 
The goals for understanding substance use and abuse 
were as follows: 
1. to identify the impact of substances on one's 
future, including career, family, economic 
independence and personal fulfillment; 
2. to explore reasons for substance use and 
abuse; and 
3. to recognize the effects of tobacco products 
on the body. 
To open this lesson, the leaders encouraged the girls 
to imagine what life might be like when they are twenty- 
five. They closed their eyes while images of themselves 
formed in response to leading questions: Where they are 
living? What kind of city? Who they will be living with? 
How they are supporting themselves? What kind of job do 
they have? What do they do for fun? The girls then 
presented their own personal image to the class. Once 
stories were shared, they were asked to imagine how this 
picture would change if they were addicted to alcohol, 
drugs, or tobacco. A brief discussion followed. 
The lesson incorporated a Why Substance Use? 
exercise. Their KNOWLEDGE was listed on the first flip 
chart, and their understanding of WHEN they would 
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participate was listed on a second. The girls thought 
about substance use in reference to students like 
themselves instead of adults. Would they experience 
solutions? Make the problems go away? Is an occasion more 
fun with or without substances? 
The closing activity game clarified their knowledge 
about the truth and misconceptions about tobacco. After 
being given an apple (as an alternative to a cigarette). 
At the end of the activity, everybody was then directed to 
mention something they enjoy about the person sitting next 
to them. How would that change if the person was 
addicted? A party displaying the effects of alcohol was 
planned for next week. 
Lesson 8: Alcohol 
The consequences of alcohol use were confronted with 
the following goals: 
1. to recognize the effect of alcohol on 
the body and its social, emotional, and 
physical dangers; and 
2. to practice refusal skills. 
The girls entered class, were given assigned roles 
and joined a mock drinking party. The leaders played the 
roles of host, bartenders and DJ. After ten minutes the 
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play-acting stopped and reality-processing began. 
Questions helped girls clarify their understandings: How 
did the roles feel? How did it feel to be out of control? 
What does "being out of control" mean? How did they feel 
about others in their roles? How were some girls able to 
stay sober and why? What effect would boys have on the 
party? What if both boys and girls were out of control? 
Following this activity, the class re-formed the party 
setting and practiced refusal skills around alcohol 
consumption. The leaders provided written reminders and 
dialog reinforcement. In closing, the leaders supplied 
information about community resources for substance 
problem assistance. 
Lesson 9: Prescription and Over-The-Counter Drugs 
The ensuing goals were developed to educate students 
about the healthy use of medications: 
1. to recognize that inappropriate use of 
prescription or over-the-counter drugs is 
very dangerous; and 
2. to identify safe practices for using 
medications. 
Leaders and girls collaborated to identify rules 
about taking medication in a healthy way. This was 
100 
followed by responses to situations, either in role-play 
or discussion, on unsafe practices concerning medication 
usage. The girls were taught about information on labels 
and situations that require medication, and asked to 
investigate the types of legal prescriptions and Over-The- 
Counter medications that are in their home. A game called 
"I’m NO DOPE" reinforced the information. The students 
were then asked to bring actual empty prescription bottles 
and over-the-counter medicine bottles to the next class. 
Lesson 10: Other Dangerous Drugs 
Information about dangerous drugs was presented with 
the following goals: 
1. to identify the major categories of commonly 
abused drugs; and 
2. to review their effects on the body. 
This one-hour lesson was divided into three segments. 
First, a portion called "Drug Graffiti" brought together 
the legal names for illegal drugs with the street names 
used by students in the school. People were then asked 
about common information about the drugs’ effect on the 
body. 
The next segment explored the actual "miz- 
information" about illegal drugs’ impact on specific body 
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functions. Common examples referred to the physical 
effect on the nose and what is known about addictive 
properties. This impact is affected by the lack of 
regulations governing dosage and additives. The risk of 
taking too much, or ingesting a drug that's laced with a 
dangerous compound, sometimes even rat poison, can 
endanger unsuspecting or inexperienced individuals. 
The tone of the final component changes. By entering 
themselves into the equation, the girls list instances 
that make them feel happy and good about themselves. This 
lesson refers back to the stress buffers, developed 
earlier in the course, and concludes with a way to express 
their natural, terrific qualities. Plans were made for a 
police-officer to visit their class. 
Lesson 11: Chemical Dependency and Resources 
The subsequent goals were designed to notify students 
about serious risks of chemical dependency: 
1. to reinforce knowledge of the risk involved 
with abusing substances; and 
2. to identify community resources and issues 
involved in chemical dependency. 
Following a review of common "MIZ-INFORMATION" about 
the physical and emotional effects of drugs, this lesson 
102 
reflected the expense involved. To understand how the 
money might be spent, the girls were directed to dream 
about spending the cost of treatment in a substance abuse 
rehabilitation center. The leaders then described a 
typical day, or stay, at a treatment center. The girls 
were asked about their willingness to give up their 
freedom and what it might be like with a burden of 
addiction. 
The final focus of this lesson was an emphasis on 
self-esteem. Referring again to strengths identified on 
their buffer shields, the girls were instructed to choose 
things from their buffer list and/or choose skills learned 
in the "Friendly PEERsuasion" course that make them feel 
too good to get burdened by addiction. Since the course 
was coming to an end, and since their teaching segment was 
to follow, the girls were encouraged to begin planning 
their own lessons. 
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Lesson 12: Tie Up The Information 
Leadership was encouraged with the following goals: 
1. to identify and evaluate peer leadership 
teaching techniques; 
2. to examine different leadership traits; 
and 
3. to plan for completion of the teaching 
segments. 
This lesson completed the classroom curriculum. An 
overview of the learnings were reviewed. The leaders took 
the opportunity to congratulate the girls on the work they 
had done. 
In preparation for teaching younger students, 
"PEERsuaders" identified their favorite exercises and 
activities and examined why they preferred them. Then 
they were asked about themselves when they were younger. 
This investigation helped the seventh graders develop an 
understanding, which enabled them to plan a design that 
would appeal to younger children. 
The girls learned about leadership, their 
qualification to take on the leadership role, and methods 
to market themselves. Everyone was then encouraged to use 
her communication and planning skills. As a group they 
brainstormed for ideas, chose teaching techniques and 
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compiled ideas for their own teaching (see appendix C). 
As a culmination to the program, the leaders and 
participants planned a celebration for the final session. 
The girls chose food and planned and practiced skits or 
other program ideas. 
Lesson 13: Celebration 
A celebration affirmed and celebrated the PEER 
suaders* accomplishments. 
The celebration honored the girls, their 
accomplishments and, in a sense, their graduation from 
student to teacher. The leaders took this time to 
recognize each girl for her achievements (see appendix C). 
Teaching segment 
The teaching segment of the course was conducted at 
Girls Inc. and was then carried out at a local elementary 
school. To begin with, the girls chose partners and 
created teaching designs, based on their activity 
classroom learnings, for younger children. A teaching 
kit, filled with reminders and suggestions was distributed 
to the students. In addition, the leaders provided 
information about the younger students — their age and 
gender (often both boys and girls) — and also about their 
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responsibility within the elementary school where the 
teaching will occur. 
Next, the girls (with the presence and support of 
their leaders), visited the elementary school, introduced 
themselves to the elementary school principal, explained 
the content and importance of their teaching program, and 
arranged for two sessions, a minimum of 30 minutes each, 
to teach their lessons to a designated class. Letters, 
requesting permission, were then sent to the parents of 
the younger students. 
Finally, at the appropriated time, the "PEERsuasion" 
girls arrived and taught their lessons under the 
supervision of their leaders with the approval of the 
elementary classroom teacher. The teaching teams followed 
their curriculum script, improvised when it was necessary, 
and collaborated, on the spot, when an unexpected 
situation arose. Following the close of every lesson, the 
girls and their leaders processed the results and 
incorporated "lessons-under-fire" into their interpersonal 
repertoire. The girls were commended for their serious 
work and their perfect attendance. One of the leaders 
reflected that it is rare for them to miss a "PEERsuasion" 
or "PEERsuasion" related class. 
Girls Inc. attends to the essential administrative 
duties that accompany this type of program. The 
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administrators and leaders make arrangements for system- 
wide endorsement, junior-high school acceptance and 
flexibility, elementary-school approval and vans for 
transportation if that is necessary. At this time, the 
"Friendly PEERsuasion" program is located in four junior- 
high schools. 
Summary 
The Methodology for this study was designed to 
evaluate the results of the "Friendly PEERsuasion" 
intervention (experimental group) in comparison to the 
results from three other school activities — Chorus, 
Sports and Study Hall (control groups) — to assess the 
development of self in seventh-grade girls over a six- 
month period. 
Puberty, egocentrism, self-consciousness and self¬ 
esteem were identified as four constructs that tend to 
inhibit self-development. Interactive lessons on 
communication, stress-management, peer-refusal and 
leadership were recognized by this author as remediative 
strategies. Six hypotheses, formed around the cause- 
treatment combination, were developed as the frame of this 
study. 
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Four testing instruments were administered: The 
Puberty Scale, The Self Focus Sentence Completion 
Measurement, The Self-Consciousness Survey, and The 
Rosenberg Self-Esteem Inventory. The results were 
assessed by a pre-test, post-test design. 
Students volunteered for the school activities and 
then volunteered for this study. As a requirement, the 
girls bought in permission slips signed by a parent or 
guardian. The pre-test was administered before the 
activities began. The programs were then conducted for 45 
minutes each week for 12 weeks within a 24 week period. 
The post-test followed. 
The subjects attended a public junior high school and 
represented all educational tracks. They also represented 
a middle to lower economic, urban population. As 
participants in this study, they were informed about their 
right of confidentiality and freedom to withdraw from this 
study at any time. In addition, their parents could ask 
questions at any time. 
The experimental intervention program was described 
in detail in this chapter. The control groups 
participated in Chorus, Sports and Study Hall. The 
results of the findings can be located in Chapter 4. 
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CHAPTER 4 
RESULTS 
Introduction 
This study sought to determine whether "Friendly 
PEERsuasion," a psychologically oriented program, 
presented during a weekly activity period would alter 
seventh-grade girls' awareness of themselves and others. 
The curriculum was designed to cultivate interpersonal 
skills by teaching communication, stress-reduction, 
decision-making and peer refusal and leadership. 
This chapter presents a quantitative analysis of the 
responses by the five participating groups to the four 
standard measures discussed in Chapter 3. Three of the 
four instruments have connecting hypotheses which are 
presented under the heading of each testing instrument. 
The study began with a pre-test in late October 1989 after 
the girls had moved from small elementary schools to a 
large traditional junior-high school. A post-test was 
administered on May 4, 1990, following the completion of 
school activities. 
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Demographic Profile 
The demographic findings provided a brief overview of 
the students' backgrounds, combining academic level with 
self-reported family information. The questions were 
designed to provide a more comprehensive description of 
the participants. 
To begin with, the subjects were a volunteer sample 
of 4 6 seventh-grade females from a middle to lower 
socioeconomic, urban environment. Their academic 
placement in the local junior high embodied four track 
levels. Nineteen girls (41.3%) represented the classical 
track, eighteen (39.1%) constituted the college track, 
two (4.3%) came from the career track and seven (15.2%) 
joined from the Spanish, bi-lingual track. 
Responses about the students' family situations and 
personal positions within the family followed. For 
example, approximately one-half of the girls came from 
intact families (N=26, 56.5 %). The remaining girls 
reported a family divorce (N=20, 43.5%). In addition, 
students reported the number of children in their family 
and although they accounted for a scatter from one to 
eight children, the majority of girls came from two-child 
(N=14, 30.4%) or three-child (N=12, 26%) units. In a 
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similar way, the majority of girls were either first-born 
(N=16, 34.8%) or second-born (N=15, 32.6%). 
When questioned about outside activities, jobs or 
responsibilities, 70 percent answered babysitting, either 
for siblings or neighborhood children, 41.3 percent noted 
cleaning their room, 65.2 percent related that they helped 
clean and care for the house, and 23 percent accounted for 
care of family members: siblings, grandparents, and even 
pets. 
In addition, nine students wrote of structured 
activities outside the home. Three girls had paper 
routes, two worked in a store, one played on a basketball 
team and three belonged to dance or gymnastic programs. 
This profile reveals a group of adolescents whose 
daily lives involve, to a great extent, frequent 
interactions with others. Whether in a voluntary or a 
mandated context, these individuals participate in a 
variety of caring, helping, and sharing activities with 
persons of varied ages. 
Puberty Scale 
The Puberty Questionnaire was selected to assess how 
the girls viewed their growth in height because physical 
growth appears to have a dynamic influence on 
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psychological development. In fact, according to Harter 
(1990), physical appearance seems to be a major determiner 
of self-esteem. Therefore, the responses to the questions 
about growth in height will be evaluated in reference to 
focused awareness of mirror and/or comparative images, and 
to the feelings that accompanied this growth. 
The testing instrument asked the girls about three 
areas: how they would rate their physical growth, how 
they would compare this growth to that of their peers, and 
how they feel about the change in height. Each question 
provided four possible answers. The responses are 
elaborated in this section (see appendix B). 
The results of the Puberty scale were analyzed in 
three ways. 1) A chi-square design determined if the 
subjects' responses were evenly distributed in the four 
categories on the pre-test and the post-test. 2) The sign 
test measured whether the responses changed significantly 
from pre- to post-test. 3) An analysis of variance 
determined any significant differences between the two 
experimental groups and three control groups. 
Perceptions of Growth Spurt 
In October the responses from the entire group of 46 
seventh-grade girls were not evenly distributed among the 
four response categories. On the pre-test, significantly 
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more students reported that they had either "barely 
started" (34.8%)or "definitely started" to grow (52.2%), 
in comparison to the other two categories (X2=28.0870, df 
45, P=<.001). 
On the post-test, significantly more students (63.0%) 
reported that they had "definitely started" to grow, 
X2(45, N = 46) = 36.26, P<.001. A Sign test determined 
that a significant change had occurred from pre-test to 
post-test (N = 46, p<.05, two-tailed). Although there 
were no significant differences between the individual 
groups, the majority of girls reported that their growth 
in height had "definitely started" (See figure 4.1A) . 
In Comparison to Other Girls 
The respondents chose category three more often than 
the other categories. On the pre-test, 28 girls (60.9%) 
believed that their current stage of growth was "about the 
same" as other students and on the post-test, 29 girls 
(63.0%) so reported. The choice of category three, rather 
than the other categories, was statistically significant 
on the pre-test (X2=33.1304, df 45, P=<.001) and the post¬ 
test (X2=37.3043, df 45, P=<.001). According to the Sign 
test, there was no significant change between the pre-test 
and the post-test. There were also no significant 
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differences between the individual groups (see figure 
4.IB). 
Feelings About the Growth 
On the pre-test most students reported they felt 
"very good" (34.8%) or "somewhat good" (41.3%) about their 
rate of growth, X2(45, n = 46) = 14.00, p<.003. On the 
post-test there was a trend from feeling very good to 
feeling bothered. Significantly fewer girls reported 
feeling "very good" (28.3%) and more girls reported 
feeling "somewhat bothered" (19.6%) or "bothered a great 
deal" (10.9%), X2(45, N = 46) = 9.30, p<.026) than they 
did at the beginning of the year. The Sign test revealed 
that the shift between the pre-test and post-test failed 
to reach significance (p<.095) for the entire group (See 
figure 4.1C). 
When the four groups were compared on this question 
from the pre- to post-test, the students in the Sports 
Group (Group 3) reported feeling significantly more 
bothered, F(3.37) = 4.75, p<.007, than the students in the 
other groups. It appeared that the spurt in growth 
produced negative feelings for Group 3 as shown in figure 
4.2. 
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Changes in Egocentrism 
The Exner Self-Focus Sentence Completion Test was 
applied to assess how the girls perceived themselves in 
relation to self and/or others. Since ego-theorists 
purport that healthy mental development functions more 
effectively with a balanced egocentric ratio — that is, 
between thoughts of self and thoughts of others — this 
study investigated whether a shift toward an egocentric 
balance could be promoted. 
Hypothesis 1: 
By participating in activities designed to 
provide training in communication, stress- 
management, peer pressure, peer-refusal and 
leadership, and then by teaching these 
skills to younger children, early 
adolescents will show a decline in the 
present level of egocentrism. 
The results of the Exner Self-Focus Sentence 
Completion test were analyzed in four ways, using the 
regression model of analysis of variance to control for an 
unequal sample size. 1) Group 1 was analyzed before and 
after the "PeerSuasion" course work (N=16. 2) The sub- 
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group. Group 1A, was analyzed before and after the 
"PeerSuasion" course work was completed and a teaching 
segment was designed and taught (N=ll). 3) All groups 
were compared, using a Duncan Range test for comparisons 
of pairs of groups. 4) T-tests for paired samples 
analyzed the movement of all groups toward a balanced 
ratio between thoughts of Self and Other. 
The responses to the pre-test on the SFSC revealed 
significant differences between the groups. The responses 
of four of the five groups indicated a disparity in 
thoughts of Self, Other and Neutral categories. 
1) The members of Group 3 (Sports) appeared to think 
about themselves more often than the students in the 
experimental groups and the two other control groups. 
They reported significantly higher, F(45) = 2.12, p<0.05. 
Self-focusing responses than Group 1. Moreover, although 
the mean comparisons between Group 3 and Groups 2, 4 and 
1A were not significant, the mean of Group 3 was higher 
than the mean of each of the others (shown in table 4.1 
and figure 4.3A and 4.4). 
2) While the students in Group 3 were primarily focus 
on themselves, those from Group 1 thought about other 
people more often than the other students in the study. 
Their responses were significantly higher, F(45) = 2.82, 
P<.05 in Other-focus than the girls who selected Group 4. 
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Furthermore, although the mean comparisons between either 
Group 1 and Group 2 or Group 1 and Group 3 were not 
significant, the mean of Group 1 was higher than the mean 
of either one (shown in table 4.1 and figure 4.3B and 
4.4) . 
In the same way, when the responses from Group 1A 
were examined, they were also significantly higher in the 
overall mean scores for Other-focus, F(45) = 2.64, p<.05, 
than Group 3 and Group 4. In addition, the mean of Group 
1A was also higher than Group 2. It appears that Group 1 
and Group 1A paid attention to others more often than they 
attended to themselves (See table 4.1 and figures 4.3B and 
4.4) . 
3) In contrast to the Self-focus of Groups 3, and the 
Other-focus of Groups 1 and 1A, the students in Group 4 
appeared to be less focused on a relationship with 
themselves or with others than were the four other groups 
in the study. Group 4 members scored significantly higher 
in Neutral statements than Group 1, F(45) = 2.15, p<.05, 
and Group 1A, F(45) = 2.79, p<0.05. Although the mean 
comparisons between both Group 4 and Group 2 and Group 4 
and Group 3 were not significant, the mean of Group 4 was 
higher than the mean of each of the others (see table 4.1 
and figures 4.3C and 4.4). 
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Table 4.1. 
Means and Standard Deviations for Pre-Test Results of 
Self-Reported Egocentric Responses for Various Categories 
on the Exner Self-Focus Sentence Completion Scale. 
Self-Focus Other-Focus Neutral-Focus 
N Mean SD Mean SD Mean SD 
Group 1 
Original 
Experimental 
16 11.31 3.18 12.63 3.98 4.69 2.80 
Group 1A 
Teaching 
Experimental 
11 11.27 3.49 12.82 3.97 4.55 3.11 
Group 2 
Chorus 
15 12.60 3.36 10.40 3.46 4.93 2.58 
Group 3 
Sports 
6 14.83 2.48 9.17 2.22 4.16 2.14 
Group 4 9 11.44 2.92 9.00 2.96 7.11 2.67 
Study 
Hall 
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Figure 4.3 Pre-Test Comparison of Means on Sub-Scales for Self-Reported 
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Thought on the Exner Self-Focus Sentence Completion Scale. 
The main objective of this study of egocentrism was 
to examine whether the "PEERsuation" curriculum would 
stimulate Self-Other orientation into a balanced ratio for 
seventh-grade girls. An analyses was performed in order 
to discern a Self-Other concentration for each of the 
participating groups. The convergence of means for Group 
1 reached statistical significance, t (15) = 1.71, p<.054. 
The three control groups did not converge at all. Table 
4.2 and figures 4.5 and 4.6 display the change between the 
pre- and post-test results. 
In the same way, the responses for Group 1A, reached 
a near-statistical significance, t (10) = 1.51, p<.08), as 
seen on table 4.2 and figure 4.7. The shift toward a more 
balanced egocentric ratio, following interactive classwork 
and a teaching experience, does warrant attention. In 
addition, figure 4.6 and 4.7 offer a graphic 
representation of the change in pre-post means for Self- 
Other for the experimental groups in comparison to the 
three control groups. As can be seen, only for Groups 1 
and 1A do the lines converge. 
The near-balanced ratio between Self and Other 
orientations, revealed by the experimental students' self- 
reported responses, appears to be promoted by the 
"PeerSuasion" activity. And according to this finding, 
the possibility of healthier development exists. 
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Table 4.2 
Means and Standard Deviation Scores for Self-Reported, 
Self-Other Responses on the Exner Self-Focus Sentence 
Completion Scale 
Pre -test Post- test 
Self SD Other SD Self SD Other SD 
Group 1 
(N = 16) 
11.31 3.17 12.63 3.98 11.63 2.22 12.06 3.17 
Group 1A 
(N = 11) 
11.27 3.50 12.82 3.97 11.55 1.92 11.64 3.50 
Group 2 
(N = 15) 
12.60 3.35 10.40 3.46 12.27 3.92 9.87 3.89 
Group 3 
(N = 6) 
14.83 2.48 9.17 2.23 13.33 2.50 9.17 4.22 
Group 4 
(N = 9) 
11.44 2.92 9.00 2.96 12.00 2.00 10.56 3.32 
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Changes in Self-Consciousness 
The self-consciousness scale examines three aspects 
of cognitive self-awareness: public self-consciousness, 
social anxiety and private self-consciousness. The 
results of these three sub-sets were analyzed in four 
ways. 1) Group 1 was analyzed before and after the class 
work (N=16). 2) The sub-group, Group 1A, was analyzed as 
a group who completed the class work and then taught self- 
designed lessons to younger girls (N=ll). 3) All groups 
were compared, using a Duncan Multiple Range Test for 
comparisons of pairs of groups. 4) T-tests were performed 
on all groups to analyze the overall change in scores on 
the three self-consciousness sub-sets and to examine the 
individual questions related to each of the sub-tests. 
Change in Public Self-Consciousness and Social Anxiety 
The Self-Consciousness Scale measured a change in 
public self-consciousness and social anxiety over a six- 
month period. Public self-consciousness pertains to self- 
focused point of view within the public eye, whereas 
social anxiety relates to the amount of discomfort one 
experiences within one’s social environment. Although 
Hypothesis 2 addresses a decrease in public self- 
consciousness and social anxiety, the two variables will 
be described separately. 
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Hypothesis 2: 
By participating in activities designed to 
provide training in communication, stress 
management, peer pressure, peer-refusal and 
leadership, and then by teaching these 
skills to younger children, early 
adolescents will show a decline in their 
present level of public self-consciousness 
and social anxiety. 
Public Self-Consciousness. For the "PeerSuasion" 
students, the relationship between the interactive 
classwork (Group 1) and the teaching segment (Group 1A) 
produced no significant change in public self- 
consciousness between the pre- and post-test results, 
either in comparison to the three individual control 
groups or on their own measure. But since the means of 
public self-consciousness decreased, in a minimal way, for 
these students, it is possible that further research or a 
longer period of remediation (curriculum) time might have 
been required to assess the relationship between the 
effects of the "PeerSuasion" curriculum upon public self- 
consciousness . 
Social Anxiety. With respect to social anxiety, 
there was a decrease in means for a "discomfort in the 
presence of others" (Buss, 1980, p.204) for Group 1 and 
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Group 1A, as can be seen on table 4.3. When a t-test 
measured the difference in means and standard deviations 
for social anxiety, a statistically significant decrease, 
t(15) = 2.21, p<.052, for the overall score of social 
anxiety occurred for Group 1A. No significant decreases 
occurred for any of the three control groups. 
When an analysis of variance was carried out on the 
"PeerSuasion" students’ responses, no significant 
differences on the overall scores was found for either of 
the two experimental groups as compared to the three 
control groups. 
Table 4.3. 
Means and Standard Deviation Scores for the Social Anxiety 
Sub-test of the Self-Consciousness Scale 
Pre-test Post- test 
N Mean SD Mean SD 
Group 1 16 13.63 3.56 12.88 3.52 
Group 1A 11 13.36 3.11 12.27 3.35 
Group 2 15 11.13 3.64 10.07 3.86 
Group 3 6 9.17 4.26 9.67 4.84 
Group 4 9 10.33 3.84 10.11 2.80 
The students’ responses to individual questions 
displayed an inconsistency that is often common to a 
transitional position. The response of Group 1 to 
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Question 7, "It is hard for me to work when someone is 
watching me," revealed a near-significant decrease, t(15) 
= 1.91, p<.076, around the discomfort of being observed. 
In contrast, however, the response to Question 15, "I feel 
nervous when I speak in front of a group," showed a 
significant increase, t(15) = 1.91, p<.019, in uneasiness 
around self-presentation. It?s possible that the 
responses indicating a decrease in anxiety about being 
observed did not refer to fears of presenting oneself in 
front of a group. And the nervousness to speak in front 
of a group might explain why five of these students, 
anticipating the teaching task, chose not to continue in 
the program. 
As was true with Group 1, the response to Question 15 
for Group 1A also showed a significant increase, t (11) = - 
2.39, p<.038. Question 15 may have spoken to an 
additional level of competency. The multi-dimensional 
expectations, of preparing a lesson and then presenting 
oneself through those lessons, is a complex, demanding and 
self-revealing task. The teaching group may have found 
that when they taught the program to younger students, the 
teaching process made them nervous. Nevertheless, the 
experience of teaching might have contributed, in a 
positive way, to the significant decrease, t (11) = 2.52, 
p<.031, in a timorous dimension of social anxiety, 
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indicated by the response of Group 1A to Question 3, "It 
takes me time to get over my shyness in new situations." 
Change in Private Self-Consciousness 
Private self-consciousness refers to a tendency to 
focus on the internal aspects of the self—thoughts, 
feelings, desires, dreams, views — that remain hidden 
from others. 
Hypothesis 3: 
By participation in activities designed to 
provide training in communication, stress 
management, peer pressure, peer-refusal, 
and leadership, and then by teaching these 
skills to younger children, early 
adolescents will show an increase in 
private self-consciousness or attention to 
their thoughts and feelings. 
The thoughts of Group 1 members demonstrated internal 
rather than external expression more often than those of 
the students in the control groups. Students in Group 1 
scored significantly higher, F(45) = 3.80, p<.02) on the 
post-test for private self-consciousness than did Groups 3 
and 4. As they progressed through the "PeerSuasion" 
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activity, private self-consciousness increased slightly 
during the course of the activity for Group 1. 
A similar finding occurred for Group 1A. These 
students in Group 1A were significantly higher on private 
self-consciousness than were Groups 3 and 4, F(3.37) = 
3.50, p<.025. This result was calculated on a difference 
score between the pre- and the post-test, and between 
Group 1A compared to the three control groups, (see tables 
4.4 and 4.5). 
Table 4.4 
Means and Standard Deviation Scores for the Private Self- 
Consciousness Sub-test of the Self-Consciousness scale 
Pre- test Post- test 
N Mean SD Mean SD 
Group 1 16 17.06 4.73 18.13 3.46 
Group 1A 11 17.73 5.18 17.91 3.51 
Group 2 15 15.73 4.25 16.20 3.21 
Group 3 6 12.50 3.73 12.83 3.92 
Group 4 9 13.67 4.64 14.89 3.95 
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Table 4.5. 
Analysis of Variance for Private Self-Consciousness for 
Groups 1 and 1A 
SOURCE 
Sum of 
Squares df 
Mean 
Squares 
F 
Ratio 
F 
prob. 
Group 1 
Between Groups 142.74 3 47.58 3.80 .017* 
Within Groups 525.87 42 12.52 
Group 1A 
Between Groups 242.61 3 80.87 3.50 .025* 
Within Groups 854.61 37 23.10 
The continuing pattern of conflicting contentions, 
not uncommon for transitional development, is evidenced 
again. Group 1 revealed a significant increase on 
Question 4, "I think about myself a lot," t (15) = -3.17, 
p<.006. The response for Group 1A also revealed a 
significant increase, t (11) = -2.52, p<.025, on Question 
4. In addition, since Group 1A experienced a decrease in 
social anxiety, the private self-consciousness, has likely 
taken on a more positive tone. 
Contrary to expectation, however. Group 1A manifested 
a near-significant decrease, t (11) = 1.90, p<.087, on 
Question 17, "I sometimes step back (in my mind) to 
examine myself from a distance," It appears that while 
134 
the students think about themselves a lot, visualizing 
themselves from afar, in their mind, occurs less often. 
"Standing back" in one’s own mind and viewing oneself from 
a distance requires a well developed, third-person 
perspective, which in this case is a "reflective 
perspective (mind) on a self-reflective self" (Selman, 
1980, pp. 102). It is possible that the group has not yet 
reached that developmental level. 
Changes in Self-Esteem 
Unlike the self-consciousness scale which measured 
the act of viewing oneself and others within the social 
arena, the Self-Esteem scale measured the value one places 
on oneself. The goal of this portion of the study was to 
assess any change in self-esteem for the "PeerSuasion" 
students in comparison to the control group students. 
The results of the Rosenberg Self-Esteem Inventory 
were analyzed in four ways. 1) Group 1 was analyzed 
before and after the class work (N=16). 2) Group 1A was 
analyzed as a group who completed the class work and then 
went on to teach self-designed lessons to younger girls 
(N=l1). 3) All groups were compared using a Duncan 
Multiple Range Test for comparisons of pairs of groups. 
4) T-tests were conducted on individual self-esteem 
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questions to measure change between the pre-test and the 
post-test. 
Hypothesis 4: 
By participating in activities designed to 
provide training in communication, stress- 
management, peer pressure, peer-refusal and 
leadership, and then by teaching these 
skills to younger children, early 
adolescents will show an increase in their 
level of self-esteem. 
The findings for Hypothesis 4 followed the pattern of 
the findings for Hypotheses 1 and 2. A t-test analysis 
revealed a significant increase in self-esteem for Group 
1, t(15) = -2.22, p<.044. The self-esteem of the three 
control groups did not. Apparently the effects of the 
"PeerSuasion" classroom curriculum, conducted within a 
supportive setting, promoted an boost in self-value for 
these students. 
In comparison to Group 1, however, the increase in 
means, was not significant for Group 1A. Since Group 1A 
was a sub-group of Group 1, a question about the effects 
of the teaching segment arose. If the "teaching" students 
experienced a decrease in social anxiety and shyness, why 
hadn't a significant increase in self-esteem occurred? 
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One possibility is that although the girls might find it 
easier to present themselves in front of a group (and were 
willing to do so) the quality of their presentation might 
have evoked some negative evaluation from others or from 
themselves. Therefore, for these first-time, apprentice- 
teachers, an increase in self-esteem might have been 
contained. 
Although the results of Group 1A did not reach a 
significant score for self-esteem, the students’ responses 
did show a minimally significant increase, t(ll) = -1.94, 
p<.082, to Question 1, "I feel that I am a person of 
worth, as least on an equal plane with others." 
Apparently the view of themselves in comparison to their 
peers, revealed an increase in peer-related self-esteem. 
When measuring between the groups, an analysis of 
variance showed no significant findings on the pre-test or 
the post-test for Group 1 or Group 1A in comparison to the 
three control groups. 
Control Groups 2 and 3 
Group 2 was comprised of fifteen girls who 
participated in a Chorus activity. They met with the 
entire chorus during the activity period. As a 
culmination, the group prepared for and performed in a 
school recital. 
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Group 3 were members of a Sports activity. One 
cluster learned about weight-lifting and keeping their 
bodies fit, while another learned about and practiced golf 
and tennis. To conclude the program, the final class 
included weight-lifting, golf and tennis competitions. 
Since each of the two groups exhibited some significant 
results, the written dialog will be divided into two 
segments, one for Group 2 and the other for Group 3. 
Hypothesis 5: 
Students who participate in other 
activities will show a minimal change in 
their egocentric focus, self-conscious 
tendencies, and self-esteem. 
Group 2. As was predicted for Hypothesis 5, there 
were no significant results on the overall score for 
egocentrism, the three sub-tests of self-consciousness, or 
self-esteem for Group 2. There was, however, a 
significant response to Question 9 on the self-esteem 
scale. 
Self-Esteem. The response to Question 9, "I 
certainly feel useless at times" reported by the students 
in Group 2 revealed a significant increase, t(14) = 2.10, 
p<.054. It appears that these girls placed less value 
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upon themselves at the end of the study than they did at 
the beginning. 
Group 3. As was predicted, the overall scores for 
egocentrism and the three sections of self-consciousness 
did not reach significance. However, in contrast to the 
prediction, the overall score for self-esteem revealed a 
significant decrease. In addition, a significant negative 
feeling emerged for Question 3 of the puberty scale. 
Puberty scale - Question 3. On Question 3 the 
students were asked how they felt about their growth. The 
response determined that the girls in Group 3 were 
significantly bothered by their growth, F(3.37) = 4.75, 
p<.007, more so than the students in the other groups. 
Self-Esteem. A t-test determined that the students 
in Group 3 exhibited a decrease in the overall score of 
self-esteem. A significant result, t(4) = 3.03, p<.030) 
confirmed this finding. In addition, the responses to 
Question 3, "all in all I am inclined to feel that I am a 
failure," revealed a near-significant increase, t(4) = 
2.45, p<.070, and the response to Question 7, "on the 
whole, I am satisfied with myself" decreased with near¬ 
significance, t(4) = 2.45, p<.070, in the same way. 
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The findings on the puberty and self-esteem scales 
support recent research (Harter, 1990; Brooks-Gunn & 
Reiter, 1990) regarding the positive relationship between 
appearance and self-esteem. Therefore, it seems likely 
that the response to Question 3, "I feel bothered by the 
growth in height," on the puberty scale would be directly 
related to the decrease in self-esteem and the two 
associated questions. 
Control Group 4 
Group 4 was comprised of students who did not choose 
to participate in any activity. The school then placed 
them in a study hall for the activity period. During this 
time they sat quietly, talked with their friends in soft 
voices, and/or had the opportunity to complete academic 
assignments with the study hall teacher's assistance. 
Hypothesis 6; 
Students who do not choose to participate 
will be more self-focused, show a higher 
level of public self-consciousness and 
social anxiety, a lower level of private 
self-consciousness and lower self-esteem 
than students in the other two groups. 
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According to the prediction of Hypothesis 6, Group 4 
rated no significant findings on the pre- and post-tests 
for egocentrism or the three sub-tests of self- 
consciousness: public self-consciousness, private self- 
consciousness or social anxiety. However, as hypothesized 
for self-esteem, the students were significantly lower in 
comparison to those in Groups 2 and 3. In addition, there 
was a significant finding in the responses on one question 
from the self-esteem scale. 
Self-Esteem. Although the students in Group 4 
entered the pre-test and the Study Hall activity with the 
lowest self-esteem, (M = 13.56, SD = 4.48), F(44) = 2.99, 
p<.04, as compared to Group 2 (M = 19.27, SD = 4.70) and 
Group 3 (M = 19.60, SD = 1.95), on the post-test the mean 
of their self-esteem increased, while the means of Groups 
2 and 3 decreased, though not significantly. 
When the Group 4 members encountered the statement 
"all in all, I am inclined to feel that I am a failure," 
their response indicated a significant decrease, t(8) = - 
4.00, P<.004, on that dimension of self-esteem. Their 
response to Question 3, seemed to characterize the 
positive change. Apparently, during these six months, the 
self-worth of these students had elevated and they no 
longer saw themselves as failures. 
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Summary 
The development of self of forty-six seventh-grade 
females, divided among four activity programs, was 
evaluated over a six-month period. Hypotheses 1 through 4 
measured the two experimental groups — "Friendly 
PEERsuasion" — in comparison to three control groups: 
Chorus, Sports, and Study Hall. Hypotheses 5 and 6 
compared the control groups within each other. 
The puberty scale measured the forty-six students as 
an entity which, demographically showed that they had 
similar socioeconomic, academic and family 
characteristics. The puberty scale, which was not 
included in the hypotheses, served, instead, as a 
touchstone for understanding the degree to which seventh- 
grade females observe their growth and the feelings that 
accompany this observation. The girls reported that they 
were significantly aware of changes in their bodies, the 
majority perceived this change as similar to same-age 
others, and they expressed feelings that ranged from 
"good" to significantly "bothered." 
For Hypothesis 1, Exner's Self-Focus Sentence 
Completion Survey was applied to measure a change in 
egocentrism. It offered sentence stems as a stimulus for 
student responses. The sentences were evaluated by 
quantitative measures, and results indicated that the 
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experimental groups met the criteria of a balanced ratio 
of Self-Other thought. The three control groups did not. 
A qualitative interpretation of the content of these 
sentences will be found in the discussion of results in 
chapter 5. 
For Hypotheses 2 and 3, The Self-Consciousness Scale, 
was employed to evaluate the three sub-tests identified 
for the self-consciousness instrument. It offered mixed 
results. Although one sub-test — public self- 
consciousness — did not register a significant decrease, 
the marginal decrease in means is worth examining in 
follow-up studies. Another sub-test — social anxiety — 
revealed a significant decrease for Group 1A, especially 
around a reduction in shyness. The three control groups, 
however, did not. The results of a third sub-test — 
private self-consciousness — were significantly higher 
for Group 1 and 1A than for the three control groups. The 
"PeerSuasion" students significantly disclosed that they 
"think about themselves a lot." 
And for Hypothesis 4, self-esteem was measured with 
the Rosenberg Self-Esteem inventory and found a 
significant increase for Group 1. The sentence-completion 
responses that present rationales for this change are 
demonstrated in chapter 5. 
In response to Groups 2, 3, & 4, there were only two 
significant results at the end of the study. Group 3 felt 
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significantly more bothered by their growth in height than 
did any of the other groups, and the members, as well, 
divulged a significant decrease in self-esteem. The 
results of the other control groups were minimal. 
This study apparently indicates that an interactive, 
interpersonal intervention can have a positive effect upon 
the psychological development of individuals. The 
"PEERsuasion" students achieved a more balanced Self-Other 
ratio of thought, less social anxiety coupled with more 
effective private self-consciousness, and higher self¬ 
esteem than those in the control groups. 
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CHAPTER 5 
DISCUSSION 
Introduction 
The main purpose of this study was to investigate 
whether interpersonal changes in the views and attitudes 
of the experimental groups — Group 1 and Group 1A — 
were caused by an exposure to an interactive skills 
curriculum. In order to establish the effectiveness of 
the curriculum, three control groups — girls who 
participated in Chorus, Sports and Study Hall — were 
included in the study. The control groups were comprised 
of similar-aged subjects, but did not experience an 
activity with an intentional psychological enhancement 
goal. 
The discussion of the findings will be organized 
around demographic and puberty scale responses, four 
hypotheses related to the remaining three instruments, 
and the final two hypotheses related to the control 
groups. In addition, the girls' thoughts expressed 
through sentence completion and the significant responses 
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to questions presented in Likert form will be 
incorporated. 
Demographic Responses 
The evaluation of students in the participating 
groups measured five variables: academic track, family 
status, number of children in the family, birth-order, 
and responsibilities within and outside of the family. 
The information revealed one dichotomy. Group 1 students 
(N=16) reported a primarily divorced family status (N=ll, 
68.7%), and in contrast, those from Group 2 (N=15) 
reported a primarily intact family status (N=ll, 73.3%). 
As a result of this finding between two groups that were 
roughly the same size, an examination of differences in 
the students' development of self was conducted. There 
were no significant differences between Group 1 and Group 
2 in any of the analyzed variables. In response to this 
findings, the effect of divorce upon the development of 
self in girls, will not apply to the results of the 
hypotheses, however, it will be discussed in response to 
the content of the sentence-completion replies. 
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Puberty Scale 
During seventh grade the change in girls' height 
reflects not only the numerical constant but each girl's 
perception of her progress. It appears that height is 
the first indication that a life-change is about to 
occur. In response to this, the puberty scale assesses 
the girls' perception of their growth in height in three 
ways: as a self-observation, in comparison to their 
classmates and how they feel about this growth. 
Question 1 asks about the girls' self-observation. 
Using chi-square analysis, measurement of significant 
changes was found and is summarized on table 5.1. For 
the pre-test view, found in October, 34.8 percent 
reported having "barely started" to grow and 52.2 percent 
noted that they had "definitely started" to grow. 
By May, the number of girls who related that they 
had either "not yet begun" or "barely started" to grow 
had decreased (N=8,17.4%) and those who stated that they 
"definitely started" (N=29,63.0%) or who even perceived 
that their growth seemed to be "complete" (N=4,8.7%) had 
increased. 
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Table 5.1. 
Frequency Distribution of Responses to Question 1 on the 
Puberty Scale 
Perceived Stage of Development 
Variable_Category_Chi-square d.f. Level 
12 3 4 
Puberty 
Scale 1 
pre-test 4 16 24 2 28.09 3 .001 
post-test 5 8 29 4 36.26 3 .001 
Unlike the earlier accelerated growth spurt, which 
occurred during the first year of life, when the subjects 
were not aware of it, in this phase of significant growth 
the adolescents are clearly aware of their development. 
This awareness provides a backdrop for how the girls 
interpret and make sense of their physical development, 
especially how their development relates to their internal 
perceptions and how it is affected by society's views. 
In response to Question 2 the girls compared their 
growth in height to their peers. The majority of girls 
significantly reported on both the pre-test (N=28), and the 
post-test (N=29) that their current stage of growth is 
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about the same as most students in their grade, as 
displayed on table 5.2. 
Table 5.2. 
Frequency Distribution of Responses to Question 2 on the 
Puberty Scale 
Perceived Growth in Height Compared to Classmates 
Sig. 
Variable_Category_Chi-square d.f._Level 
12 3 4 
Puberty 
Scale 2 
pre-test 3 6 28 9 33.13 3 .001 
post-test 2 8 29 7 37.30 3 .001 
The numbers appear to be roughly the same number of 
girls who state that they are growing. Since the survey 
measures the girls1 perception rather than a mathematical 
truth, two thought processes are probably functioning. 
Early adolescents are developing and organizing an 
understanding of each one’s experience of an individual 
self; therefore, each girl might be viewing herself as a 
separate entity in comparison to her classmates. A 
significant number of students in 7th-grade might be 
growing at the same rate. 
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On the other hand, early adolescents are engaging in 
the challenge of finding their place in the social world. 
The response may reflect a need to be like others, 
therefore to fit in (Kegan, 1982; Damon, 1983; Craig, 
1992). Since conformity is a major consideration during 
these years, the self-esteem of those girls who are 
concerned about being "too tall," or "too short," or "too 
fat" — it is not common to worry about "too thin" — is 
challenged. As a result of cultural values around changes 
in height, many students struggle with their social 
appearance. Both mathematical truth and personal 
perception affect the value girls place upon their growth 
as they compare themselves with others (Petersen & Taylor, 
1980) . 
Unlike Questions 1 and 2, which centered around 
respondents' self-observations, Question 3 goes beyond, 
into the subjects' feelings about these changes. On the 
pre-test a significant number of girls felt somewhat good 
(N=19), and on the post-test, a similarity occurred (N=19), 
Yet, despite the common result, the post-test revealed a 
small shift in negative responses, as can be seen on table 
5.3. 
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Table 5.3. 
Frequency Distribution of Responses to Question 3 on the 
Puberty Scale 
Variables 
Feelings about Growth in Height 
Sig. 
Level Categories Chi-square d.f. 
1 2 3 4 
Puberty 
Scale 3 
pre-test 16 19 8 3 14.00 3 .003 
post-test 13 19 9 5 9.30 3 .026 
Of all the groups, however, only one, Group 3/ 
revealed a significant change, F(3,37) = 4.75, p<.007, 
towards being bothered by their growth. The choice of a 
sports activity may indicate an exaggerated focus on body 
fitness, and therefore an undo concern with physical 
changes. Since growth in height brings other pubertal 
changes, the focus on athletic competency and physical 
attractiveness exacerbates concern. Worries about body 
changes and awkwardness move to center stage. The Sports 
girls appear to wrestle with physical adjustments as they 
strive for athletic proficiency. 
This focus on the body is often reflected in the 
values western society places upon pubescent girls and 
locates them on a cusp between positive and negative self- 
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worth. Recent literature, which supports this finding, 
believes that society judges — often negatively — 
physical changes in girls, which in turn prompts the girls 
to judge themselves. Since society values "prepubescent 
over the mature female body” (Brooks-Gunn and Reiter, 1990, 
p.16) self-esteem becomes vulnerable (Harter, 1990). 
In addition, sociocultural influences sanction a 
controlling attitude toward physical growth in girls. 
Society promotes an overconcern with female bodies 
(Steiner-Adair, 1990), a lack of acceptance of bodily 
imperfections (Rosenbaum, 1979), the media’s manipulation 
of an acceptable body type (Craig, 1992) and a social 
expectation around separation and individuation when 
physical maturation begins (Gilligan, 1990). Therefore, 
the development of self for early-adolescent girls, who are 
observing their height while responding to the cultural 
sway, is at risk. Although only Group 3 revealed a 
significant down-turn, the possibility is that all girls 
will feel bothered at some time during their adolescent 
years. 
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Changes in Egocentrism 
As previously noted, the term "egocentrism" refers to 
a particular point of view, that is, directed either toward 
the self or toward others. If egocentrism decreases, the 
thoughts toward Self and toward Other will be more evenly 
distributed. In relation to these dynamics, Hypothesis 1 
was drawn from the extensive literature about adolescent 
self-focus and need for autonomy (Erikson, 1968; Piaget, 
1972; Exner, 1973; Selman, 1980; Elkind, 1981), the recent 
literature around female adolescents' Other-focus and need 
for connection (Gilligan, 1992; Josselson, 1988), and 
Exner's (1973) explanation that healthy psychological 
development is more common in adults who exhibit a balanced 
ratio between thoughts of Self and Other. Exner's 
interpretation was supported by later studies, conducted 
not only on adults but also on adolescents (Seligman, 
1990; Miller, 1976; Surrey, 1991, Archer, 1994; Marcia, 
1994) . 
If one considers that the girls self-selected for 
activity choice, the fact that four of the five groups 
demonstrated a significant egocentric similarity is 
telling. The findings from chapter four indicate that 
Group 3 was selected by girls who were significantly higher 
in Self-focused responses than Group 1, and exhibited a 
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higher mean in Self-thought than the other three groups. 
Group 1 was selected by girls who were significantly higher 
in Other-focused responses than Group 4 and exhibited a 
higher mean for an Other-orientation than Group 2 and Group 
3. Group 1A shared a significantly higher Other-focus than 
Group 3/ and Group 4. And Group 4 girls were significantly 
higher in neutral statements — referring less often to 
either Self or Other — than Group 1A and revealed a higher 
mean for neutral statements than the other three Groups. 
Accordingly, each group of girls in this study — including 
Group 2 — displayed a disproportionate ratio of thoughts 
between Self and Other on the pre-test, before the 
activities began. 
The cause of this disproportionate ratio may be that a 
common choice of activities often is derived from a 
collective interest. It appears that not only do friends 
choose similar activities because they want to be together, 
but also they want to be together because they share 
kindred thinking. Unless individual developmental growth 
or effective intervention occurs, the girls will more 
likely maintain their shared views. Group 3 may continue 
to be self-centered. Group 1 and Group 1A might continue to 
care for others at the expense of themselves and Group 4 
may maintain it’s absence of interpersonal thrust. 
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The post-test results showed that, for the 
experimental, or "PEERsuasion" groups, there was movement 
toward a balanced ratio of egocentric thought. This was 
not true for the 3 control groups. Furthermore, the 
relationship between exposure to an interactive 
interpersonal program as part of a school experience and a 
decrease in egocentric behaviors, was significant, t(15) = 
1.71, p<.054, for the students in Group 1 and nearly 
significant, t(15) = -1.49, p<.08, for those in Group 1A. 
In contrast to the experimental groups, the three 
control groups — Chorus, Sports and Study Hall — showed 
almost no change in the disparity between thoughts of Self 
and Other on the pre-and post-test results. Although each 
of the control groups, like the experimental group, was 
held in a group setting, shared one teacher, learned new 
skills, and culminated (in the case of Group 2 and 3) with 
a final event, the skills necessary for relating to others 
in a conscious, intentional manner were presented only to 
the "PEERsuasion” girls. It is very likely that the 
difference between the experimental groups and the three 
control groups was prompted by the curriculum. 
The collective experience of the members of Groups 1 
and 1A in learning about interpersonal life management 
(Group 1) and sharing their learning with others (Group 
1A), appears to have prompted a shift from the insistence 
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on a previous point of view to a consideration of other 
points of view. This shift may well have contributed to an 
expanded perspective, less of an Other-orientation, more of 
a Self-orientation, and as Exner described, a more 
balanced, healthy way of approaching relationships. 
For example, the shift from Other-focus to Self-focus, 
toward a more balanced ratio, was accompanied by a more 
positive and vital self-perception. Two examples of this 
transfer were evidenced in the students' completion of 
Exner's sentence stem "I think:" 
Pre-test: "...other students should pay attention in 
class." 
Post-test: "...that I am a good teacher." 
Pre-test: "...a lot about little kids and boys." 
Post-test: "...I have grown up since the beginning of 
school." 
These examples show the individuals progressing from 
thinking about others, especially younger others 
("students," "little kids and boys"), to associating 
themselves with self-development ("I have grown up") or the 
identification with a future, more mature state ("I am a 
good teacher"). Furthermore, it appears that the 
developmental growth is strongly connected with the skills 
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learned in the communication segment of the "PeerSuation" 
curriculum. 
In fact, this study contributes to other findings that 
communication skills, used in the verbal and non-verbal 
exchange of thoughts, affect the quality of human interplay 
as well as an individual’s view of self (Rogers, 1952; 
Ellis, 1984; Mosher & Sprinthall, 1971; Kabat-Zinn, 1990). 
From the first classroom experience, the "PEERsuasion" 
girls were taught about paying attention to what they say, 
the way they say it, and how they listen to what is said to 
them. This awareness of each one's listening and speaking 
style opens learning opportunities for stress-management, 
peer-refusal, decision-making and leadership skills. 
If one considers that the sixteen girls, began this 
study significantly Other-oriented, followed an 
interpersonally focused curriculum and shifted the focus 
from Other to Self in a more balanced way, the importance 
of psychological education becomes essential. The more one 
uses communication to learn about oneself and about others, 
and the more one uses this understanding toward the 
interplay between people, the more satisfaction can be 
gained with oneself in the interpersonal arena. 
Under these conditions, attending to the 
psychological development that communication elicits, early 
adolescent thinking becomes more Self-Other directed. 
157 
Despite the ongoing belief that egocentrism is a stable 
trait during the early to middle adolescent years, the 
advantage of learning and interrelating various categories 
of psychological development and multiple behavioral 
responses to difficult situations provides options for 
dynamic self-directed opportunities. Without this 
training, early adolescents might more likely remain 
involved in their own feelings, attached to their own view 
and blinded by their own agendas. Interpersonal 
communication appears to break down the mutual exclusivity 
of Self and Other, and release a flow of reciprocal 
responses. 
Changes in Self-Consciousness 
The self-consciousness instrument measures three facets of 
personal views; in public self-consciousness, in social 
anxiety, and in private self-consciousness. Although 
Hypothesis 2 predicted a decrease in both public self- 
consciousness and social anxiety, these two will be 
discussed individually in this section. A discussion of 
Hypothesis 3, which predicted an increase in private self- 
consciousness, will follow. 
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Hypothesis 2: Public Self-Consciousness 
With respect to a change in public self- 
consciousness between or within the experimental groups 
and control groups on the pre- and post-tests, no 
statistically significant differences were found for any 
group on the public self-consciousness sub-test, although 
both experimental groups did experience a decrease in 
their means. Since previous research (Elkind & Bowens, 
1979; Rosenberg & Simmons 1982) has affirmed that public 
self-consciousness, during the early-adolescent years, is 
potentially at the highest point in the life span, 
especially for girls, an interactive intervention, 
identified as a possible method to generate a decrease, 
might need an extended process, continuing for more than 
six months. 
Hypothesis 2: Social Anxiety 
The second part of Hypothesis 2 — a prediction of a 
decrease in social anxiety — was supported. This 
significant decrease, t(10) = 2.21, p<.052, for Group 1A 
provides evidence that students benefit from a socially 
interactive curriculum followed by a teaching experience. 
Moreover, results of specific social anxiety 
questions help to clarify the finding. Although the 
response to Question 15, a query about nervousness in 
159 
front of a group, increased significantly, t(10) = -2.39, 
p<.038), it is possible that the significant decrease, 
t(10) = 2.52,pc.031, on Question 3, "it takes me time to 
get over my shyness in new situations" modified the 
nervousness. The decrease in anxiety, caused by 
inhibited social behaviors (shyness), might have 
overridden the nervousness about presenting oneself in 
front of a group (teaching). 
The importance of these results is that anxiety or 
stress caused by shyness, to some extent, has apparently 
been diffused. Not that the stress is unwarranted; early 
adolescents face daily changes in their body and mind, 
often with family and friends, and — especially for 
those transitioning to a junior high setting — with 
their environment. 
More specifically, the expectations of junior-high, 
which encourage girls to function as separate and 
autonomous selves, are counter-productive to their 
development. Although early adolescent boys function 
more effectively when encouraged toward separation and 
autonomy — which is the structure of most public 
secondary schools — girls function better within 
relationships, or within an interactive experience with 
others (Gilligan, 1987; Josselson, 1994). 
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The "PEERsuasion" curriculum is a response to the 
girls1 need to develop within relationships. It 
encourages interpersonal interactions while teaching 
about stress, stressors and stress management. The 
teachers, who refer to themselves as "leaders" in order 
to reduce the hierarchial distance between themselves 
and the girls, identify emotional stressors from their 
own seventh-grade experiences years before. The girls 
then offer their own concerns about knowing the right 
things to say, making good grades and dealing with 
difficult situations, and do this in front of the group. 
In response, the leaders congratulate them for their 
courage then introduce stress as a concept, an 
intellectual construct that can be analyzed and dealt 
with, rather than simply a feeling that is experienced. 
Following this "de-personalizing" technique, the group 
participates in interactive activities demonstrating how 
difficult stress can be. By identifying stress for 
themselves, learning possibilities to manage it and given 
the opportunities to practice stress-reduction exercises 
within and in front of a group of Others, the girls begin 
to share techniques to manage the discomfort of stressful 
situations, and overcome their shyness while presenting 
themselves to others. 
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The effects of social anxiety are a response not 
only to presenting one's self to the social world but 
also being evaluated by it. Although uneasiness is 
common for all individuals when experiencing real or 
perceived scrutiny by a group of others, the heightened 
self-awareness — exaggerated by the entrance of formal 
thinking, — physical changes and the importance of 
social involvement, is more widespread among the early 
adolescent population (Elkind, 1967; Buss, 1980). 
With the arrival of formal cognitive growth comes an 
ability for deductive reasoning, both in spatial ideation 
and social interactions (Inhelder & Piaget, 1958). And 
within the affective component of these transformations, 
young people can organize and evaluate themselves and 
others while immersing themselves in social involvement. 
This immersion, including interaction with peers, 
adults and younger children, exercises a potential 
capacity for social perspective taking — the ability to 
consider another's point of view, know that others can 
consider their own and view one's self from a self- 
reflective position. As peer relationships and 
responsibility for others assume greater importance, 
young adolescents shift from an earlier parent-centered 
social orientation and evaluate their social selves 
through same-age peers' reactions, their own perception 
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of others' reactions toward themselves, and their own 
perception of themselves. Therefore, social learning 
about one's self occurs within the reciprocity of social 
exchange, in tandem with formal operations. It also 
addresses questions about self-adequacy and the teaching 
segment puts that to the test. 
One common difficulty, which can be promoted by 
social anxiety, is an overdependency on others for 
acceptance and approval (Rosenberg & Simmons, 1982). 
Fearing rejection upon meeting someone new or taking 
center stage in front of a group of people — younger 
children, peers or adults — individuals will often 
exhibit shyness or embarrassment with either inhibited 
communication or boisterous actions. 
Buss (1980) and Elkind (1981) refer to an absence of 
eye contact and non-responsiveness, or a loud, intrusive 
imposition of the self, as two ways shy people attempt to 
protect themselves from another's evaluation. These 
actions, however, stems from a personal concern that the 
people they meet will not notice or respond to them, or 
will respond to them whether they like it or not — in 
either case, judging them and not liking what they see. 
These fears can be eased by a team approach with 
supportive leaders. 
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Social anxiety inhibits gaining friendships or 
meeting expectations of parents or teachers or themselves 
during a time when friendships and competencies 
contribute to adolescent social development. The 
significant decrease in social anxiety reduces the stress 
and negative affects that presenting oneself in front of 
a group can produce. 
Hypothesis 3: Private Self-Consciousness 
Private Self-Consciousness, the internal thoughts 
and feelings an individual has about one’s self, was 
statistically significantly higher for Experimental Group 
1, F(45) = 3.80, p<.017, in relation to Group 3 and Group 
4. In the same way. Group 1A was significantly higher, 
F(45) = 3.50, p<.025, than Groups 3 and 4 as well. There 
was no significant change in Private Self-Consciousness 
between the pre- and post tests on the overall score. 
Despite the evenness of the overall score for Group 
1A, one specific question was telling. Question 4, "I 
think a lot about myself," increased significantly 
(p<.025). 
The qualities of private self-thought for 
Experimental Groups 1 and 1A focus on an internal 
consciousness of feelings, motives and self-reflections 
(Buss, A., 1980). To be aware means paying attention to 
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feelings that one is experiencing. Whether one is 
feeling peaceful or angry or depressed or nervous these 
feelings will remain private unless one chooses to 
communicate them. 
In addition, if students are taught to replace 
emotions with intellectual constructs, they tend to 
learns more about themselves. Emotions often distort a 
persons view or conviction. And if they exercise this 
lesson, they can experience developmental growth. 
According to theory, people who are high in private 
self-consciousness can attend to knowledge about 
themselves in a way that resists coercion or pressure to 
think a different way. Therefore, in theory, people high 
in Private Self-Consciousness would be harder to fool. 
But if people are high in social anxiety and private 
self-consciousness, a different reaction often occurs 
(Scheier, M., 1980). For individuals who are high in 
social anxiety they’re more likely to think about 
themselves, in relation to being liked, accepted and 
evaluated, in a negative way. The affective-motivation 
will overpower constructive private self-consciousness — 
the desire to speak one's mind and do what one knows is 
right. 
But if an individual experiences a decrease in 
social anxiety, the person's private self is more able to 
165 
form and express thoughts and be true to actions with 
less concern about being liked or judged with a negative 
slant. Therefore, although the girls were significantly 
nervous about teaching a younger group of students, the 
nervousness did not deter them from completing the task. 
It appears that early-adolescent girls benefit from a 
balance between low social anxiety and high private 
thought. 
Changes in Self-Esteem 
This study confirms, once again, the positive 
effects of a well-designed program with socially 
interactive, psychological teachings upon seventh-grade 
girls. The self-esteem of the Group 1 students increased 
significantly, t(10) = -2.22, p<.044, on the overall 
score. 
Although Group 1A did not reach significance on the 
overall score of self-esteem, the response to Question 1, 
"I feel that I am a person of worth, at least on an equal 
plane with others," revealed a near-significant increase, 
t(10) = -1.94, p<.08. Apparently, within the realm of 
peer-relationships, the members of Group 1A were feeling 
significantly more successful. 
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In response to these findings, it is interesting to 
note that recent research often found a decrease in self¬ 
esteem for girls during the years from twelve to fifteen. 
In fact, during this time, which is described as 
"transitional" and "uncertain," positive results in self¬ 
esteem are unusual for girls. It appears that a loss of 
satisfaction-with-self, once felt by girls during middle- 
childhood, stems from societal devaluation of 1) pubertal 
development (Steiner-Adair, 1990; Sadker & Sadker, 1994; 
Harter, 1990), 2) self-development through relationships 
(Brown & Gilligan, 1992), and 3) academic and athletic 
competence for girls (Pipher, 1994; Sadker & 
Sadker,1994). The development of self for females, as 
research has shown, labors under the weight of cultural 
tenets. 
For this reason, the pre-test results were not 
surprising. In response to their physical growth, 
students’ replies to sentence stems of Exner's Self-Focus 
Sentence Completion test reported twice as many negative 
comments about appearance as positive comments. Sixty- 
six percent of their assertions divulged that they felt 
mostly "fat" or "ugly" or both. It’s possible that 
society's expections around looking a certain way lies 
heavily upon girls' view of themselves. 
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On the post-test, however, something different 
occurred for these seventh-grade girls. Fifty-six 
percent of their responses were positive, in contrast to 
a negative 44 percent. Seeing themselves through a 
brighter lens, as the "PeerSuation" leaders encouraged 
them to do, might have evoked the shift in view. Girls 
described themselves with words such as "pretty," with 
"nice hair" and/or "good smile." In one case, to the 
sentence stem "when I look in the mirror," a student 
wrote "I see myself" on the pre-test and on the post¬ 
test, she responded, "I see a beautiful girl." This 
shift in opinion occurred more often for the 
"PEERsuasion" students than it did for any of the other 
groups of girls. 
In fact, the prominence of these findings reflects 
not only the decrease in negative responses on one hand, 
but on the other hand, a total decrease in any statements 
regarding appearance at all. The results of the study 
indicate that between the pre- and post test, during 
which the "PEERsuasion" curriculum took place, girls 
appeared to see their bodies in a more positive light, 
and the superficial emphasis on physical appearance 
abated. 
A second reason often purported for a loss of 
satisfaction-with-self for early-adolescent girls, as 
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reported by Sadker & Sadker (1994), Brown & Gilligan 
(1992), Gilligan & Wiggins (1988), and Surrey, (1991), 
involves the role that relationships play in self¬ 
development. In this present study, the self-reported 
responses on the sentence completion portion fell into 
three categories of relationships: mother, father, and 
friends. 
The results associated with feelings about mother 
revealed the existence of favorable relationships. On 
the pre-test, while 28 percent of the references to 
mother were negative, more than twice that — 59 percent 
— were positive. The post-test positive responses 
increased to 75 percent and only twelve percent were 
negative. In addition, the depth and quality of the 
positive responses became more vivid. Whereas references 
to the sentence stem, "My mother," on the earlier test 
often described her with simple adjectives such as "nice" 
and/or "beautiful," students' descriptions of "My 
Mother," on the latter test expanded to "nice to talk 
to," "the one I admire most," "my best friend, my idol," 
and/or "the person that I love most." 
An examination of the students' statements about 
their mothers on the post-test, which were written with 
more complexity than simple adjectives, reveals 
developmental and psychological growth. Since the 
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students reported improved relationships with their 
mothers, the increase in self-esteem is probably 
associated with this achievement. Presumably it was not 
the mothers who changed; it was more likely that the 
changes in students' attitude and social skills 
contributed to the interpersonal and psychological 
progress. 
In contrast, the fathers did not fare as well in the 
adolescents' descriptions. In response to the sentence 
stem "My father," 50 percent of the responses were 
negative, while 43 percent were positive. On the post¬ 
test, negative statements increased to 53 percent; 
positive statements decreased to 34 percent. The most 
common statements regarding the father appeared to be 
related to divorce in which the fathers were not involved 
in the students' daily life. For example, one student 
described "My Father," on the pre-test, as "the worst 
thing in the world," and on the post-test responded "I 
don't care about because he doesn't care about me." For 
the majority of these girls, father was no longer around. 
It's possible that their self-esteem might have been 
jeopardized by the father's perceived abandonment of 
their relationships and connections with their daughters. 
Yet, despite the apparent importance of fathers' 
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behaviors on the self-esteem of their daughters, there is 
a dearth of information on this subject. 
The reported feelings toward peer relationships 
resemble responses toward the mother more so than those 
toward the father. The girls expressed strong 
attachments to adolescent friends. On the pre-test, 
although 29 percent of the responses were negative, 70 
percent of the replies described their friends with 
adjectives such as "great," "important," and even 
"awesome." On the post-test, the positive responses 
increased to 81 percent and only 18 percent were 
negative. 
Their messages also revealed a developmental 
expansion that had been similarly identified, earlier, in 
their descriptions regarding the mother. Instead of 
using adjectives to describe their friends, as they had 
before "PEERsuasion" began, they brought themselves into 
the equation when responding to the sentence-stem 
"Friends." The students' descriptions portrayed friends 
as "people you can look up to," "realy, realy, realy 
[sic] special to me," and "very important to me." The 
success of a relational life, encompassing both the self 
and other, seems essential for the growth and development 
of self-esteem in females. 
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The final change contributing to a positive self¬ 
esteem occurred around Self-responses. On the pre-test 
positive and negative responses were closely aligned. 
Fifty-six percent were positive and 44 percent were 
negative. On the post-test, however, a salient shift 
took place. Not only had the number of self-responses 
increased, but also ninety percent of the comments were 
positive. Two examples of the shift from pre- to post¬ 
test were illustrated by the responses to the sentence- 
stem "Someday:" 
Pre-test: "...I will like myself." 
Post-test: "...I want to be a designer." 
The second student made a transitional shift. 
Pre-test: "...I wish I could marry Jordan Knight." 
Post-test: "...I want to become a doctor 
(pediatrician) and marry Jordan Knight." 
This change in responses not only revealed a shift 
from dissatisfaction with herself, as in the first 
example, but also a concentration on fantasy, more common 
for an earlier stage of development, for the second. 
Although the second student still functioned with a toe 
in fantasy on the post-test, they both appeared to have 
their feet implanted in an expectation of a hopeful and 
productive future. 
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Although the students made very few references to 
their school experiences, their view of themselves in 
school, was equally encouraging. Seven of eight comments 
on the post-test were positive. One student, who began 
with the opinion that "school stinks," related a 
optimistic forecast at the end, "I can do better in 
school." 
Apparently, the modifications of mind and body 
development present challenging adjustments for early- 
adolescent girls. They are coping with physical changes, 
cognitive expansion, relational intensification, and, for 
those moving to a junior-high setting, an environmental 
adaptation. Self-esteem is reported to be negatively 
promoted by these changes (Sadker & Sadker, 1994; Harter, 
1990). Still, the girls who participated in the 
"PEERsuation" group experienced an increase in self¬ 
esteem. "PEERsuation’s" goals of building resistance to 
culture’s tenets seem to have been achieved. 
Communication activities enhanced self-worth ("I’m 
easy to talk to"); stress reduction techniques normalized 
negative impact ("My mother loves me a lot but I don't 
realize it"); peer pressure resistance nurtured both 
self-confidence ("I look at myself for who I am, not for 
who I'm not") and responsibility ("I am trying to do good 
in school"); and personal philosophies such as "I am 
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proud of myself" emerged. The influence of the multi¬ 
faceted "PEERsuasion" curriculum upon girls1 constructive 
self-esteem was extensive. 
Furthermore, augmenting a more balanced Self-Other 
orientation, constructive self-esteem also enhances 
healthy psychological development. People with positive 
self-esteem tend to feel adequate in the domains 
believed to be important. And for early-adolescent 
girls, appearance, relationships and personal competence 
prevail (Harter, 1990). Therefore, those higher in self¬ 
esteem will feel, and more likely exhibit, a sense of 
worth and confidence. In the same way that they want to 
be liked, these girls also like themselves. 
Control Groups 2 and 3 
The predictions for Control Groups 2 and 3 are that they 
will show a minimal change in their egocentric focus, 
self-conscious tendencies, and self-esteem. Although 
Groups 2 and 3 were combined for the prediction of 
Hypothesis 5, the discussion will separate them because 
there were two significant results for Group 3. 
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Control Group 2 
There were no statistically significant results on 
the overall scores or individual questions for 
egocentrism, self-consciousness — public, private or 
social anxiety, — or self-esteem. As was predicted for 
Hypothesis 5, only minimal changes occurred for Group 2. 
The failure to show any significant results might be 
attributed to the lack of an experience to promote 
personal psychological growth. 
Control Group 3 
Although there were no statistically significant 
results on the overall scores or individual questions for 
egocentrism or self-consciousness — public, private or 
social anxiety — for the students in Group 3, self¬ 
esteem significantly decreased, t(4) = 3.30, p<.030). 
This did not happen for any of the other groups. 
Moreover, the significant decrease, t(4) = 2.45, p<.07, 
revealed by Group 3's responses to both Question 3, "All 
in all, I am inclined to feel that I am a failure" 
(scored in reverse), and Question 7, "On the whole, I am 
satisfied with myself" might, in part, explain the 
decline in self-worth. 
Furthermore, the response to Question 3 on the 
puberty scale revealed that Group 3 was significantly 
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bothered, F(3,37) = 4.75, p<.007, by their growth in 
height, more so than the other groups. In conclusion. 
Group 3 showed minimal changes in egocentrism and self- 
consciousness, and a significant, rather than minimal 
decrease in self-esteem. 
Since, according to Brooks-Gunn & Reiter (1990) and 
Harter (1990), physical appearance is directly related to 
self-esteem during the early-adolescent years, this 
result was not surprising. The students in Group 3 chose 
an activity to enhance their physical fitness and 
athletic competence while their body development might 
have been viewed as a compromise to their success. For 
example, on the post-test, 81 percent of the responses 
were negative; 16 percent were positive. In one 
instance, a student responded to the sentence stem "I 
always wanted:" "...to have a perm and a nice body." 
Other responses included, "...to be pretty," "to be 
skinny" and "get taller." In addition, to the sentence 
stem, "When I look in the mirror:" another student 
stated, "... I see a growing ugly girl." Apparently, an 
emphasis on external expectations can endanger a positive 
view of self. 
Moreover, a preponderance of negative responses to 
the sentence-completion task accompanied sentence-stems 
regarding school and self. Out of 14 comments regarding 
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school, only 1 was positive. Many of the Group 3 members 
described school as "boring," and themselves in school as 
wishing to be "out of school," "not doing well," or in 
response the sentence-stem "I wonder," one student 
questioned "if Ifll ever be good in math." 
In reference to themselves, although 26 percent of 
the responses described favorable characteristics such as 
"good person," or "understanding,” 74 percent of the 
replies were disturbing. Several students referred to 
themselves with versions of "immature," or "bad 
attitude," and others liked themselves better when they 
were "younger," where one student "enjoyed every minute 
of life," or wishing that they were "older." 
Evidently, the self-reported sentence-completion 
responses offered explanations for the decrease in self¬ 
esteem. It's possible that their high Self-orientation 
and low Other-orientation, detected on the Exner Self- 
Focus Sentence-Completion Survey, as shown on figure 
4.11, indicates the possible presence of narcissistic 
characteristics (Exner, 1973). This personality 
distortion often causes frustration and disappointment 
for individuals who might overvalue or undervalue 
expectations of themselves or others within their 
external world (Arlow, 1984) . The students in Group 3 
appear to display some of these attributes. As a result, 
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they may have expected junior-high to provide the same 
activity level that the elementary school offered, or the 
stimulation they experience when developing physical 
competence. And from themselves, they just may have 
over-expected their own performance. 
Control Group 4 
The students in Group 4, rather than choosing an 
activity from the list provided, acquiesced when the 
school placed them in Study Hall. Hypothesis 6 predicted 
that Group 4 would be lower, or less psychologically 
advanced, than the other control groups in egocentrism, 
the three sub-tests of self-consciousness — public self- 
consciousness, social anxiety, and private self- 
consciousness — and self esteem. Rather than equating 
the three control groups to compare minimal changes at 
the end of the activities, as was anticipated for 
Hypothesis 5, the effect of twelve weeks of study-hall 
upon the Group 4 participants was analyzed separately. 
As a result, valuable information was provided by 
the pre-test outcome for Group 4 regarding a 
significantly neutral, F(45) = 2.14, p<.05, egocentric 
view in comparison to Group 1, and a significantly low, 
F(44) = 2.99, p<.05, self-esteem in comparison to Groups 
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2 and 3. The findings might have contributed to the 
reason members let the school choose an activity for 
them. 
But there are interwoven considerations. One 
surface observation was that five of the nine students 
were from a Spanish background; three of them preferred 
or needed the Spanish edition of the testing instruments. 
The language barrier might have inhibited their free 
choice of English-speaking activities. 
Another observation was that two of the nine 
students, who came from different districts, had just 
enrolled in the school. An individual who chooses an 
activity as an "outsider" would require a very secure and 
independent vitality. These grounds, purported for both 
clusters of girls, could explain why selecting an 
activity might have been too uncomfortable. 
On an internal level, low self-esteem is often 
related to depression, general hopelessness and social 
pessimism (Seligman, 1990) which, individually or in 
tandem, are frequently activated by relational 
disconnections for females (Kaplan, 1991). For female 
minorities with or without a language disadvantage, the 
act of avoiding an activity selection may have reflected 
variations of one or two determinants. Whether the white 
social system exhibited bias or the minority students 
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rejected the social mainstream (Spencer & Dornbush, 
1990), a school-wide relational detachment might have 
been a possible result. 
Similarly, it would not be uncommon for female 
newcomers (outsiders) to forego choosing an activity 
within an unfamiliar social arena (Brown, 1990). These 
students have not had time to create a social sphere for 
themselves. Consequently, it is not surprising that the 
Group 4 members allowed themselves to be placed in Study 
Hall rather than immersing themselves within the 
mainstream of the school's social community. 
Consequently, an increase in the means of self¬ 
esteem for Group 4, between the pre- and post-test 
respectively, (M = 13.56, SD = 4.48; M = 16.00, SD = 
3.61) and the significant response (t(8) = -4.00, p<.004) 
to Question 3, indicating that they no longer were 
"...inclined to feel that I am a failure," was not 
expected. Apparently the time for individuals to talk 
softly to each other, or to receive help with assignments 
from the Study Hall teacher, provided a cooperative and 
non-threatening experience. Study Hall may have 
furnished these students with a successful "time-out" 
from their stressful routine, an opportunity to visit 
with their friends and a chance to receive support with 
their academic assignments. 
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Self-Development for Seventh-Grade Girls 
This study has confirmed the assertion that a 
psychologically interactive experience has a positive 
effect upon egocentrism, social anxiety, private self- 
consciousness and self-esteem for seventh-grade girls. 
This conclusion will summarize the discussion chapter and 
coordinate the information with the measured findings. 
To begin, the entire assembly — Group 1, Group 2, 
Group 3 and Group 4 — of 46 seventh-grade girls in this 
study were significantly aware of their growth in height, 
significantly viewed their growth as the same as others, 
and indicated by the change in means, shifted marginally 
from feeling very good to feeling bothered and bothered a 
great deal by their growth. Although only Group 3 
concretized the shift toward negative feelings with a 
significant finding, this study supports the awareness of 
negative value toward female growth that society emits 
and girls assume. Apparently, girls are influenced by 
disparaging messages that accompany physical change. 
This influence, along with psychosocial changes in 
thinking and feeling, can compromise psychological 
health. 
For example, when the groups entered the study, the 
self-reported egocentric thought of Groups 1 and 1A was 
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predominately Other-oriented, and for Group 3, a Self¬ 
orientation prevailed. In addition, the response from 
Group 4 exhibited a neutral result — a more impersonal 
way of relating. Although Group 2 did not register 
significance, all of the five groups disclosed a 
disproportionate balance between their concentration on 
Self and Other. 
But when the "PEERsuasion" groups participated in 
exercises to heighten their communication skills, they 
had the opportunity to learn how to consider themselves 
while attending to others and developed a repertoire of 
interactive skills. The result of this intentional 
effort may have turned their thinking around. The self- 
reported reflections of Group 1 and 1A, who experienced 
the "PEERsuasion" curriculum, significantly converged 
toward a balanced Self/Other ratio at the conclusion of 
the activities. On the other hand, the three control 
groups, who participated in Chorus, Sports and Study 
Hall, revealed a minimal change. Furthermore, Group 1A 
experienced a significant decrease in social anxiety. 
Although they admit that they still feel nervous when 
they speak in front of a group, despite or because of 
their teaching encounter, they report no longer feeling 
shy in new situations. The significant decrease in 
shyness, and social anxiety as a whole, can open these 
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students to experience new possibilities with expanded 
courage. 
And the decrease in social anxiety not only reduces 
the tension that occurs when the focus is on the self, it 
also has a positive effect upon private self- 
consciousness, the internal thoughts that form their 
self-views. The private thoughts, more negative when the 
activity began, evolved into realizations that there are 
ways to handle difficult situations, know that difficult 
situations are a normal part of living and lastly, they 
can appreciate the role they play in their own lives. 
The last achievement represents a significant 
increase in self-esteem. It is common knowledge that as 
people feel better about themselves, they also experience 
psychological health and more successful endeavors. The 
students in Group 1 feel better about their appearance, 
manage relationships with more understanding, and have 
developed stronger inner resources. The overall feelings 
about themselves within their social world have improved. 
Psychological health is imperative for well¬ 
functioning human beings. The possibility that 
interactive training for interpersonal skills will move 
early-adolescents toward psychological health has been 
evidenced by the "PEERsuasion" intervention. In terms of 
pubertal growth, egocentrism, self-consciousness and 
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self-esteem, adolescents who experienced the intervention 
demonstrated palpable growth in self-development. 
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CHAPTER 6 
SUMMARY AND IMPLICATIONS 
Summary 
This chapter concludes this study by reviewing the 
purpose, method, and findings of this thesis. In 
addition, implications for research and further programs 
for early-adolescent girls will be presented. 
The theme of this study revolved around four central 
psychological constructs attributed to early-adolescent 
development: puberty, egocentrism, self-consciousness, and 
self-esteem. The attempt to modify or lessen detrimental 
behaviors that often emerge from these shifting 
psychological structures was pursued within an 
interpersonal interactive curriculum about communication, 
stress-management, peer-refusal, and leadership. The 
students were also provided with an opportunity to teach 
what they had learned to younger children. Although the 
"Friendly PEERsuation" program was designed as a method to 
discourage alcohol and drug use and abuse, this author 
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studied the curriculas* effect on girls’ development of 
self. 
The program, designed for girls between the ages 11 
and 14, encouraged attention to verbal and non-verbal 
interactions in order to enhance healthy communication, to 
recognize and identify stress-making situations, to 
collaborate and determine stress-management strategies, to 
manage risk-taking friends with peer-refusal techniques, 
and to exercise leadership skills. By participating in 
these structured activities, the students learned about 
themselves and others while developing a repertoire of 
skills for positive interactive functioning. 
Extensive literature exists about psychological ego 
development and the thoughts and behaviors attendant to 
early-adolescent progress. But programs cultivated to 
reduce the effects of ego vulnerability are rare, 
particularly within the junior-high or middle-school 
educational setting. In these sites, psychological 
attention is more often centered on troublesome behaviors 
after they occur. The quest of this study was to posit 
change in behavior and thought as an educational effort to 
guide psychological development before problems occurred. 
The methodology applied to this study was devised to 
create an experimental-control group model to evaluate the 
designated activity program, "Friendly PEERsuasion," with 
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the three other activity programs: Chorus, Sports, and 
Study Hall. All activities were comprised of same-age, 
same-grade girls from the same junior-high school. The 
pre-test, post-test design facilitated the gathering of 
information before and after the activities. 
At the completion of the program, the results 
indicated that the girls in the "Friendly PEERsuasion" 
(experimental) group thought about themselves and others 
in a significantly more balanced way, were significantly 
less socially anxious, displayed significantly more 
positive thoughts about themselves, and experienced a 
significant increase in self-esteem. 
Not one of these attainments was demonstrated by the 
individuals in the other three (control) groups. In fact, 
none of the control groups shifted their self-other 
orientation from divergent to convergent thinking, even in 
a minimal way. The Sports Group, in particular, revealed 
significant distress with their growth in height and a 
significant decrease in self-esteem. It appeared that 
"Friendly PEERsuasion," a psychologically-oriented 
curriculum, taught side by side with cognitive education, 
gave credence to personal and interpersonal struggles that 
often go unnoticed. The program had a definite, positive 
impact on the psychological development of early- 
adolescent girls. 
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Limitations 
Although positive findings for the development of 
self of early adolescent girls as a result of an 
interactive psychologically based activity were 
determined, the limitations as described in the 
Methodology chapter restrict the breadth of application. 
For example: 
Size of Sample 
Participation in this study was established by a 
student's voluntary decision. To keep within the 
experimental-control group design, this author approached 
each group to promote the girls' enrollment with parental 
permission. Originally, 55 individuals volunteered. Only 
46 returned for testing at the conclusion of activities. 
And the final number represented an uneven distribution 
among the four groups. However, since the results from 
the "Friendly PEERsuasion" group in comparison to the 
control groups showed positive outcomes, further research 
might necessitate a research requirement-with-activity, 
with parental permission, to provide substantial numbers 
in order to give further credence to the importance of a 
psychological component within public education for early 
adolescents. 
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Background of Subjects 
Another limitation for widespread application of this 
study involves the narrow scope of socioeconomic 
position. The girls in this study represented a middle- 
to-lower-economic category. Therefore, a more complete 
understanding of the positive developmental impact of 
psychological education upon all early adolescent girls 
would require a larger volume testing of individuals from 
all economic ranges and who participate in this or other 
interactive, interpersonal programs. 
In addition, this author suggests that boys be 
included in programs that accentuate interpersonal 
proficiencies and that the results be measured by both 
quantitative and gualitative methods similar to those 
implemented in this study. 
Time 
The activities were scheduled for a forty-five- 
minute segment, one day per week. School vacations and 
shifts in schedules reduced an ongoing consistency. The 
twelve weeks of activities occurred erratically over 
twenty-four weeks. One way to address the predictable and 
unpredictable changes might be to place the "PEERsuasion" 
activity in a less flexible time slot, or offer an 
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extended class time for that period. A study can evaluate 
whether time constraints impede the program's success. 
Follow-Up Studies 
For future research designs, this author recommends 
that similar studies might be planned with follow-up 
testing or interviewing of the participants to assess the 
long-term effects of the program. Do students regress to 
their original way of managing and viewing themselves and 
others, or do they progress and integrate the newly 
acquired skills? The answers to these questions would 
expand the knowledge and importance of psychological 
education. 
In addition, this author recognizes that the subjects 
were comprised of volunteer students. In the future, 
however, this author suggests a similar design with a 
random assignment of subjects. 
Implications 
Future Research 
In the wake of the positive effects that this study 
uncovered, future investigations are needed to support the 
findings, inform strategies to address the increasing 
number of problems emerging from the early-adolescent 
population, and widen the scope of education to prepare 
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students for successful interactions in their own arena. 
This author's vision of education applies to educational 
systems, teachers, and parents who hold, nurture, and give 
meaning to early adolescents as they progress through 
adolescence proper and into the grown-up world. 
Educational System 
Although the results speak for a limited number of 
the early-adolescent female population, the application of 
these findings could have a extensive beneficial effect 
upon students' personal and interpersonal development. An 
initial suggestion for further research is to conduct a 
replication of this study with a larger number of 
students, possibly for boys as well as girls, to confirm 
the positive results that this study of "Friendly 
PEERsuasion" has revealed. 
In the past, personal and interpersonal development 
instruction was mostly left to families and companion 
activities. Societal shifts in child management suggest 
that schools widen their curricula and include things that 
are technically non-academic. Affective learning might 
enhance the social development of students during the same 
time they are attending to the intellectual intent of 
education. 
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In fact, in a response to the topic "Violence: Its 
Causes and Cures," Theodore R. Sizer suggests that schools 
reorganize themselves in a way that the students form 
relationships with the teachers. He posits that schools 
who care about, know, and show respect by calling on 
students to share their abilities experience a decrease in 
violence and an increase in attendance. Furthermore, he 
asserts, when individuals are asked to contribute, whether 
by tutoring, offering suggestions or participating to 
improve the school’s environment for them and for others, 
interpersonal skills expand, self-esteem grows and 
students get the message that they are worthwhile. 
In addition, interpersonal learning is currently 
recognized as a necessary ingredient of total education. 
College graduate programs as well as corporate enterprises 
are citing the lack of preparedness of high school or 
college graduates in the relational and interpersonal 
realm (R. Blunt, personal communication, February 28, 
1995). They are viewing secondary schools as the only 
consistent possibility — where students gather for six 
hours a day, five days a week — to address the needs of 
interpersonal proficiency. Further exploration of the 
school’s role in producing more integrated students is 
strongly recommended. 
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Teachers 
Within the school setting, teachers are the axis 
around which interpersonal relationships pivot. They 
present a communication model for both hierarchical 
(teacher-student) and egalitarian (student-student) 
interactions. Teachers influence formal and informal 
communication, and students subliminally evaluate and 
integrate what they observe and experience into their own 
way of being. In addition, teachers are in a position to 
provide a variety of styles to complement the didactic, 
instructive method. 
As was found in the "PEERsuasion" activity, 
deliberate application to communication, peer-refusal and 
leadership by teachers attempting to lessen the 
hierarchical partition and offer opportunities for 
students to teach others increased individuals’ awareness 
of self-other knowledge and heightened students’ 
responsibility toward their selves and toward others. In 
shifting the learning paradigm, at regular intervals, to 
collaborative-centered opportunities in which students can 
be successful and take responsibility for their own 
learning, individuals may be able to view themselves as 
active participants in their own education and possibly 
become motivated to attend to all styles of educational 
practice. Future programs that emphasize a variety of 
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teaching procedures upon constructive learning might offer 
both teacher and student a respite from repetition, and 
opportunities to experience optional ways of gaining 
knowledge. 
Parents 
Parents, in general, may benefit from the information 
students provide about their own views and needs. 
Teenage children often baffle parents with physical 
alterations, cognitive transformations and/or 
psychological changes. Children and parents need to 
recognize and communicate about these changes in order to 
form a supportive environment while treading through 
unsteady land. As was discovered from the students' 
responses regarding mother and father on the sentence- 
completion task, parents play an important role regarding 
their children's personal and interpersonal satisfaction. 
Mother. Many mothers actively communicate with their 
daughters every day. This interaction appears to have an 
effect upon the daughters' development. According to the 
interpretation of interviews conducted by the Harvard 
Project at Emma Willard school, girls not only want open 
communication with their mothers, whether in peace or in 
strife, but also tend to base their own value upon the 
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quality of the mother-daughter relationship (Rich, 1990). 
In this study, after experiencing interpersonal 
instruction and practice, the "PEERsuasion" girls wrote 
about their mothers with expanded positive energy when the 
activity concluded. 
A carry-over from structured activities to daily life 
interactions seemed to occur. Furthermore, it's possible 
that the rise in self-esteem was partly due to the 
expanded relationships with mothers. Although there is no 
way to accurately confirm that connection from this study, 
further research on these combined concepts might produce 
beneficial results. 
Father. Very recently, research on children's 
relationships with their fathers has taken on prominence. 
In the February, 1995 issue of U.S. News and World Report, 
the absence of fathers in children's lives, presented in 
the article "Why Fathers Count," addressed this previously 
unexplored field (Shapiro, Schrof, Tharp & Friedman). 
According to Blankenhorn (1995) and McLanahan and 
Sandefur (1994), teenage pregnancy, depression and suicide 
among girls from fatherless homes, are significantly 
higher than among girls from intact families. Moreover, 
boys from fatherless homes are more prone to act with 
violence toward others and themselves. Many children from 
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divided homes, where the father is no longer around, live 
with mothers in near poverty, are less motivated in school 
and are less driven to achieve proficiency in domains that 
will provide social and financial success. 
But it appears that the psychological effects of 
living in a fatherless home have not been explored and 
might have serious repercussions for girls' development. 
The students from the "PEERsuasion" activity came from 
primarily divorced families and reported fathers more 
often absent than present. Most of the individuals' 
responses about "Father," on the sentence-completion task, 
revealed either a lack of emotion, "... is no longer 
around," or an apathetic reply "... doesn't care so I 
don't care about him." 
Accordingly, it appears that opportunities for early- 
adolescent girls from fatherless families to experience 
themselves as females relating to males (father-daughter) 
and to learn about healthy male-female expectations 
(mother-father) are, more likely, not available. 
Apparently girls who live without fathers are deprived of 
social skills in the male-female arena. Does this 
deprivation have implications for their ability to 
communicate or interact with males in a positive and self- 
affirming way? This author believes that psychological 
research on the behavior or abandonment of fathers toward 
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their daughters' progress, accomplishments and life 
choices, is critical. 
Conclusion 
Individuals who are adapting to early-adolescent 
transformations present unique challenges for themselves 
and their caretakers. Whether girls are accomodating 
physical changes, cognitive thinking and/or psychological 
development, in school or at home, the revisions require 
careful attention. With the vulnerabilities that arise 
from the awareness of physical alterations, the imbalance 
of egocentric thinking, the intensity of self- 
consciousness and/or a decrease in self-esteem come ripe 
and available territories for molding and remodeling. 
An educational experience with a psychological 
propensity, taught within an environment that exemplifies 
the teachings, will, according to the results of this 
study, make a difference in how much attention early- 
adolescent girls devote to themselves and others, how much 
discomfort they experience in the relational world and in 
the value they place upon themselves. In addition, the 
undertanding and integration of communication, stress- 
management, peer-refusal and leadership provides ongoing 
skills for living within an interpersonal society. 
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And on a final note, girls might strengthen their inner 
resourses and experience life’s opportunities with more 
courage, vitality, and joy. 
In closing, this author chose the following 
contemporary fable to express her philosophy about the 
policies that guide helping professions, institutions, and 
government. She hopes that it will have meaning for you. 
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A Contemporary Fable 
Upstream/Downstream 
It was many years ago that the villagers of 
Downstream recall spotting the first body in the river. 
Some old timers remember how spartan were the facilities 
and procedures for managing that sort of thing. 
Sometimes, they say, it would take hours to pull 10 people 
from the river, and even then only a few would survive. 
Though the number of victims in the river has 
increased greatly in recent years, the good folks of 
Downstream have responded admirably to the challenge. 
Their rescue system is clearly second to none: most 
people discovered in the swirling waters are reached 
within 20 minutes - many in less than 10. Only a small 
number drown each day before help arrives - a big 
improvement from the way it used to be. 
Talk to the people of Downstream and they'll speak 
with pride about the new hospital by the edge of the 
waters, the flotilla of rescue boats ready for service at 
a moment's notice, the comprehensive health plans for 
coordinating all the manpower involved, and the large 
numbers of highly trained and dedicated swimmers always 
ready to risk their lives to save victims from the raging 
currents. Sure it costs a lot but, say the Downstreamers, 
what else can decent people do except to provide whatever 
is necessary when human lives are at stake. 
Oh, a few people in Downstream have raised the 
question now and again, but most folks show little 
interest in what's happening Upstream. It seems there's 
so much to do to help those in the river that nobody's got 
time to check how all those bodies are getting there in 
the first place. That's the way things are, sometimes. 
Donald Ardell 
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APPENDIX A 
CORRESPONDENCES TO STUDENTS AND PARENTS OR GUARDIANS 
English and Spanish 
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Dear Parent/Guardlan, 
My name Is Lynn Pelletz and I am a doctoral student at the 
University of Massachusetts In Amherst, Mass. I am planning 
a research study to examine how 7th grade students think, and 
feel about themselves. It Is my hope that this study will 
provide valuable Information to educators about the Issues 
and concerns of today's 7th graders. Although your child's 
Involvement In this study will require that he/she miss an 
activity period in October and an activity period In January, 
I believe that the Information he/she provides will be 
important to educators who are developing programs for Junior 
high students. I would very much like your child to 
participate in the study. 
Students who take part in the study will fill out an 
Information survey and four questionnaires in October, before 
their activity period begins. In January, students will be 
asked again to complete four questionnaires. Each testing 
session will take thirty minutes. 
The Information will be kept strictly conf1 dent 1al and used 
only for research purposes. Although you have given your 
permission, your child can withdraw from the study at any 
time without any consequences. Test materials from students 
who chose to withdraw will be destroyed. 
I am looking forward to your child's participation in the 
study. Please sign the consent form below and have your 
child bring It to the school within the next few days. I 
cannot include any child without parental permission. 
If you have any questions please call me at 791-6972. Thank 
you for your kind cooperation. 
I give permission for my child__ 
to participate in the research study conducted by Lynn 
Pel 1etz. 
Parent or Guardian 
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Estlmados padres/tutores, 
Ml nombre es Lynn Pelletz y soy una estudlante de doctorado 
en la Unlversidad de Massachusetts en Amherst, Massachusetts. 
Estoy planeando un estudio de 1nvest1gac1dn para examlnar 
como plensan y slenten 1 os nlrics acerca de si mlsmos, durante 
el 7*grado. Tengo la esperanza que este estudio proveer^ 
vallosa 1nformac1dn para la comunidad educativa, acerca de 
1 os asuntos y preocupac1 ones de 1 os estudlantes que hoy 
cursan el 7*grado. Me gustarfa muchfsimo que su hljo 
partlclpar^ de este estudio. 
Los estudlantes que tomen parte en este estudio, completaran 
una encuesta de informaclon general y cuatro cuest1onar1 os de 
autoevaluac1 <£n en el mes de octubre, antes de partlclpar en 
los perlodos de actlvldades. En enero. se 1es pedlr^ 
nuevamente a los estudlantes que completen cuatro 
cuest1onar1 os de autoevaluacldn. Cada seccion de 
evaluaclones tomara 30 mlnutos. 
La Informacldn acumulada sera extr1ctamente conf1 deneial 
y usada unicarnente para propdsltos de 1 nvest 1 gacIon.Aunque 
usted ha dado su permiso, su hi Jo, en algun momento, puede 
retirarse si no qulere contlnuar. No habr/ ning\/n 
problema. Los examanes do los estudlantes que quieran 
retirarse ser^n destruldos. 
Yo espero la part 1cipacion de su hljo en este estudio. Por 
favor flrme al final de este formularlo dando su 
consentimiento y haga que su nino lo lleve a la escuela 
durante los prdximos dfas. Yo no puedo inclulr en este^ 
estudio a nIngUn nlfio sin la correspond!ente autorlzaclon de 
sus padres. 
SI usted tlene cualquler pregunta, por favor llameme al 
teld'fonc 791-6972. Gracias por su amable cooperaclon. 
Sinceramente 
Yo doy mi autorlzaclon para ml hijo(a)_— 
part 1clpe en el estudio de invest1gacion conducido por Lynn 
Pel 1etz. 
Padre o Tutor 
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Dear Student. 
Thank you for taking part In this research study. I believe 
it is very important for educators to understand how 7th 
graders think about themselves and other people. The 
information you give will not only help the educational 
community learn about what is important to Junior high 
students, but this information may also be used for 
developing new junior high programs. 
When the testing begins, I will ask.you to fill out one 
general information survey and four questionnaires about 
yourself. The entire test should take thirty minutes. In 
December, I wi11 ask you to help me again by answering four 
questionnaires again. All of the quest-ions-wl 1 1 ask about 
yourself, your thoughts and your feelings. There are no 
right or wrong answers. All I wi11 ask is for you to 
answer the questions as honestly as you can. 
All of your answers will be kept strictly confidential. The 
information will only be used for my research study. If, at 
any time, you don't want to continue, you may stop. There 
won't be any problems. 
It is Important that you sign the form below to show that you 
agree to participate and understand your rights in this 
study. 
If you have any questions, please call me at 791-6972. I 
really appreciate your help. 
I agree to participate in the research study. I understand 
that all of my answers will be kept confidential and that I 
may withdraw from the study at any time. 
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Esiimado estudiante 
Gracias por tomar parte de este estudio de investigaci6n. Yo creo que este estudio 
es muy importante para que los educadores entiendan como piensa un nino de 7e grado, 
acerca de si mismo y de otras personas La informacibn que tu daras. no solo ayudara a 
la comunidad educacional a aprender acerca de que es importante para los estudiantes 
de la escuela de nivel inlermedio, sino que esta informacibn tambien podra ser usada 
para el desarrollo de nuevos programas para niveles intenhedios 
Cuando los examenes comiencen. te solicitare que completes un cuestionario de 
information general y cuatro formularios con preguntas acerca de ti mismo El 
examen completo tomara 30 minutos En diciembre yo les pedire otra vez que me 
ayuden. contestando nuevamente cuatro cuestionarios Todas las preguntas seran 
acerca de ti mismo. tus pensamientos y sentimientos No habra respuestas correctas o 
incorrectas Todo lo que te pedire sera que eontestes las preguntas con toda honesudad 
posible 
Todas tus respuestas serdn mantenidas en estricta confidencialidad La 
informacibn sera usada unicamente para mi estudio de investigacibn Si, en algun 
momento, no quieres continuar. puedes retirarte. No habra ningun problema 
Es importante que firmes este formulario al final de la pigina, para mostrar que 
estas de acuerdo en participar y comprendes tus derechos al realizar este estudio 
Si tienes cualquier pregunta , por favor llamame al telefono 791-6972 Yo 
realmenteagradezco y aprecio tu ayuda. 
Atentamente j 
Lynn Pelletz 
Estoy de acuerdo en participar en este estudio de investigacion Yo entiendo que todas 
mis respuestas serAn mantenidas en forma confidencial y que puedo retirarme del 
estudio en cualquier momento 
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May 4, 1990 
Dear Student, 
Thank you for helping me with the last part of this research 
study. The Information that you gave me In October helped me 
to undertand the Issues and concerns of 7th grade girls. I 
appreciated your honest answers. 
Now I need you to answer the questiona1 res again. Although 
the questions are the same, it is Important that you answer 
them today as honestly as you can. 
All of your answers will be kept strictly confidential and 
will only be used for the research study. If, at any time 
you don't want to continue, you may stop. There won't be any 
problems. 
I appreciate the time and effort you have given to this 
study. 
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Querido Estudiante, 
Gracias por ayudarme con la ultima parte de esta 
investigacion. La informacion que usted me dio en 
Octubre, me ayudo a entender la emision y problemas de 
las chicas del septimo grado. Yo agradesco tus respuestas 
honestas. 
Ahora yo necesito que usted me conteste el cuestionario 
otra vez. Aunque las preguntas son las misma, es 
importante que usted las conteste hoy los mas honesto que 
pueda. 
Todas sus contestaciones seran completamente confidencial 
y nada mas se usaran para estudio de investigacion. Si 
algun tiem^o usted no quiere continuar, usted puede parar. 
No habra nrngun problema. 
Yo aprecio el tiempo y esfuerzo que usted ha dado a esta 
investigacion. 
Sinceramente, 
Lynn Pelletz 
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APPENDIX B 
TESTING INSTRUMENTS 
English and Spanish 
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STUDENT INFORMATION 
1. Name : ___ 
2. Address____ 
3. Date of Birth:___-  
4. ~ Age:_ 
5. Grade:__ Homeroom:_ Activity:_ 
6. School Program: (check one) 
Career_.-€01 1 ege_C1 ass i ca i_ 
7. How many children are in your family? __ 
8. In what order were you born? 1st, 2nd, 3rd, 4th '_. 
(circle one or add your number on the line) 
9. Are you an: snLy ,gh.LLffl, flldeal child, middle child. 
youngest child, or twin child? (circle one) 
10. Do you have chores at home? yes_ no_ 
11. Name the most important chore.__ 
12. Do you take care of anyone in your family? yes_ no_ 
13. Who do you care for?_____ 
(for example: a younger sister or brother, a grandmother, 
an elderly aunt, a disabled friend or relative) 
14. Name two ways you help. 
15. Do you have any jobs or responsibilities outside the 
home? yes_ no_ 
If the answer is yes, name two things you do. 
THANK YOU FOR PARTICIPATING IN THIS SURVEY. 
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POST-TEST STUDENT INFORMATION 
NAME:___t_ 
ADDRESS:_ 
DATE OF BIRTH:____ 
AGE:_ GRADE:_ HOMEROOM_ACTIVITY 
Changes often happen in people's lives. I want to know if 
any major changes have happened in your life since you took 
this survey in October. All of your answers will be kept 
strictly confidential and will only be used for the research 
study. 
Have there been any changes or major events in school? 
Have there been any changes in your friendships? 
Have there been any changes or major events in your family? 
Have there been any changes in your jobs, chores or outside 
activ1ties? 
Have your noticed any changes in yourself since you began 7th 
grade? 
Thank you for helping me with this research study. 
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The following questions are about your growth. Everyone 
grows at a different rate, out between the ages of 12-15 most 
young people grow pretty fast in a short period of time. 
This is called the growth spurt. Please read the following 
questions carefully and then check the answer that describes 
your growth. 
1. Wouldjyou say that your growth In height: 
_has not yet begun to spurt 
_ has barely started 
_has definitely started 
_growth seems to be completed 
2. Do you feel that your current stage of growth is: 
_much earlier than most students in your grade 
_somewhat earlier than most, students in your grade 
_about the same as most students In your grade 
_much later than most students in your grade 
3. How do you 
_fee 1 
_fee 1 
_fee 1 
_fee 1 
feel about this? 
very good 
somewhat good 
bothered somewhat 
bothered a great deal 
211 
Exner ' s Sentence Comp 1et1 on 
Please complete these sentences as honestly as you can. 
1. I thin* ____ 
2. I was happiest when  
3. It's fun to daydream about__ 
4. My father ’____ 
^ —• _ , 
5. If only I cou 1 d _ 
6. It's hardest for me___ 
7. I wish_l_ 
8. As a child I__ 
9 . I am _____ 
10. I'm at my best_____ 
11 . Others ____ 
12. When I look in the mirror_ 
13. If only I would_____ 
14. At least I'm not ____ 
15. It upsets me when __—- 
16. The thing I like best about myself_ 
17. Friends 
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18. I would like most to be photographed 
19. I guess I'm. 
20 My mother. 
21. I wonaer 
22. The wordt thing about me 
23. I always wanted 
24. I try hardest to please 
25. Someday I 
26. My appearance 
27. My parents 
28. If I had my way 
29. I like. 
213 
SELF - SURVEY 
Please read the statements and then put an X in 
the box that best describes you. 
1. 1 am always trying to figure a lot some- a little not 
myself out what at all 
2. 1 am concerned about my 
style of doing things. 
a lot 
some¬ 
what a little 
not 
at all 
3. ttlakes me time to get over 
my'shyness in new situations. a lot 
some¬ 
what • a little 
not 
at all 
4. 1 think about myself a lot. a lot some¬ 
what a little 
not 
at all 
5. 1 care a lot about how 1 
a lot some- a little not present myself to others. what at all 
6. 1 often daydream about myself. a lot some¬ 
what a little 
not 
at all 
7. It is hard for me to work when 
someone is watching me. a lot 
some¬ 
what a little 
not 
at all 
8. 1 never take a hard look 
at myself. 
a lot some¬ 
what a little 
not 
at all 
9. 1 get embarassed very easily. a lot some¬ 
what 
a little not 
at all 
10. 1 am self-conscious about 
alot 
some- 
alttie 
not 
the way 1 look. what at all 
11. It is easy for me to tafc to 
a lot 
nme- 
alttle 
not 
strangers. what at all 
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Please read the statements and then put an X in 
the box that best describes you. 
12. 1 generally pay attention 
to my inner feelings. aiot 
some¬ 
what a little 
not 
at all 
13. 1 usually worry about 
making a good Impression. a lot 
some¬ 
what a little 
not 
at all 
14. 1 am constantly thinking about 
my reasons for doing things. alot 
some¬ 
what aRttle 
not 
at all 
15. 1 feel nervous when 1 speak 
in front of a group. riot 
some¬ 
what "a little 
not 
at all 
16. Before 1 leave my house 
1 check how 1 look. a lot 
some¬ 
what a little 
not 
at all 
17. 1 sometimes step back (in my 
mind) to examine myself from 
a distance. 
alot some¬ 
what a little 
not 
at all 
18. 1 am concerned about what 
other people think of me. a lot 
some¬ 
what a little 
not 
at all 
19. 1 am quick to notice changes 
in my mood. a lot 
some¬ 
what a little 
not 
at all 
20. 1 am usually aware of my 
appearance. a tot 
some¬ 
what a little 
not 
at all 
21. 1 know the way my mind works 
when 1 work through a problem. alot what aRttle 
not 
at ail 
22. Large groups make me 
nervous. alot 
some¬ 
what aRttle 
not 
stall 
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ROSENBERG INVENTORY 
Please put an X in the box that tells whether you 
strongly agree, agree, disagree, or strongly disagree 
with each statement. 
1. 1 feel that 1 am a person of worth, 
at least on an equal plane with 
others. 
strongly 
agree agree disagree 
strongly 
disagree 
2. 1 feel that 1 have a number of 
good qualities. 
strongly 
agree agree disagree 
strongly 
disagree 
3. All in all. i am inclined to feel 
that 1 am a failure. 
« —- 
strongly 
agree agree disagree 
strongly 
disagree 
4. 1 am able to do things as well 
as most other people. 
strongly 
agree agree disagree 
strongly 
disagree 
5. 1 feel 1 do not have much to 
be proud of. 
strongly 
agree agree disagree 
strongly 
disagree 
6. 1 take a positive attitude 
toward myself. 
strongly 
agree agree disagree 
strongly 
disagree 
7. On the whole, 1 am 
satisfied with myself. 
strongly 
agree agree 
disagree strongly disagree 
8. 1 wish 1 could have more 
respect* for myself. 
strongly 
agree agree 
disagree 
strongly 
disagree 
9. 1 certainly feel useless 
at times. 
strongly 
agree 
agree dteagree 
strongly 
disagree 
10. At times 1 think 1 am no 
good at all. 
strongly 
agree agree 
disagree strongly disagree 
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ENCUESTA PARA ESTUDIANTES 
1- Nombre :______ 
2 - Direccibn :______ 
3 - Fecha de cumpleanos :  
4 - Edad :_ 
5 - Grado :- Aula de asistencia _ Actividad_ 
(homeroom) 
6 - Programaescolar ( marque uno) 
Regular-Computacibn__Artes.__ 
7 - Cuantos nihos hay en su familia ?_ 
8 - En que orden aaci6 usted ? lro , 2do , 3ro , 4to_ 
( circule uno o ogregue su numero en la linea) 
9 - Usted es : el unico ni.no, el mayor, el del medio, el menor, o un niho mellizo ? 
( circule uno) 
10 - Tiene usted tareas dombsticas que efectuar en su hogar ? Si_No_ 
11 - Nombre la mas imporlante de esas tareas dombsticas :  
12 - Presta usted cuidados a alguien en su familia ? Si_No_ 
13 - Ouien es la persona a la que usted cuida ?:_____ 
(Por ejempio : una hermana o hermano meaor, una abuela, una lia anciana, un 
amigo o familiar impedido) 
14 - Nombre dos formas en que usted ayuda : 
15 - Tiene usted algun trabajo o responsahiiidad fuera de su casa ? Si_ No 
Si su respuesla es SI, nombre dos cosas de las que usted hace. 
GRACIAS POR SU PARTICIPAC10N EN ESTA ENCUESTA. 
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EXAMEN POSTERIOR - INFORMACION DEL ESTUDIANTE 
Nombre:_ 
Direccion:_ 
Fecha de Nacimiento: 
Edad:_ Grado:_ Salon hogar:_ Actividad:__ 
A veces ocurren cambios en la vida de las personas. Yo 
quiero saber si han ocurrido algun cambio mayor en su vida 
desde que usted tomo esta encuesta en Octubre. Todas bus 
respustas seran mantenidas de manera estrictamente 
confidencial y solo seran utiiizadas para el estudio de 
investigacion. 
Han havido algunos cambios o grande eventos en la escuela? 
Han havido algunos cambios con tus amistades? 
Han havido algunos cambios o grande eventos en tu familia? 
Han havido algunos cambios en tu trabajo, tareas o 
actividades de afuera? 
He usted visto algunos cambios en tu mismo(a) desde que 
empesaste en septrmo grado? 
Gracias por ayudarme con este estudio investigative1 I 
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Las siguientes preguntas son acerca de su crecimiento. Todo el mundo crece a una 
diferente proporcibn, pero durante las edades de 12 a 15 la mayorla de los jbvenes 
crecen realmente r&pido en un corto periodo de tiempo. 
Esto es llamado la edad del desarrollo. For favor lea cuidadosamente las siguientes 
preguntas y luego marque la respuesta que mejor describa su crecimiento. 
EJEMPLO: Un estudiante dijo: " Durante el verano creel muchjsimo, todos mis pantalones 
del ano anterior son demasiado cortos, pero no he comprado muchos nuevos 
pantalones porque yo se que voy a continuar creciendo. Definitivamente, mi 
crecimiento en aitura a comenzado pero no esta complete 
1 - Dirla usted que su crecimiento en aitura : 
- todabia no ha comenzado a desarrollarse 
_ apenas ha comenzado 
_ definitivamente ha comenzado 
_ el crecimiento aparentemente se ha completado 
2 - Siente usted que su actual etapa de crecimiento es : 
_ mucho mas temprano que la mayorla de los estudiantes en su grado 
_ un poco mas temprano que la mayorla de los estudiantes de su grado 
_ mas o menos igual que la mayorla de los estudiantes en su grado 
_ mucho mas tardia que la mayorla de los estudiantes de su grado 
3 - Como se siente en relacibn a esto ? 
_ me siento muy bien 
_ me siento regular 
_ siento que me molesta algo 
_ siento que me molesta bastante 
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Por favor complete estas oraciones tan honestamente como pueda 
1 - Yo pienso___ 
2 - Yo era muy feliz cuando_ 
3 - Es divertido sonar despierto acerca de_ 
4 - Mi padre___ 
5 - Si yo solo podrla_ 
6 - Es durlsimo para mi_ 
7- Yo deseo_ 
8 - Yo como un ino_ 
t • 
9- Yo soy_ 
10 - Yo estoy en mi mejor___ 
11 - Olros_ 
12 - Cuando yo miro en el espejo_— 
13- Siyo solo pudiera___ 
14 - A1 rnenos yo no soy__ 
15 - Me molesta cuando-- 
16 - Lo que mas me gusta. acerca de mi mismo-- 
17 - Amigns ... . 
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18 - Me gustaria mis ser fotografiado_ 
19 - Yo creo que yo soy__ 
20 - Mi madre_ 
21 - Me preocupo_ 
22 - La peor cosa acerca de mi_ 
23 - Yo siempre quise_ 
2i - Yo trato arduamente de agradar_ 
25- Algundiayo- 
26- Miapariencia- 
27 - Mis padres- 
28 - Si pudiera hacer las cosas a mi man era 
29 - Me gusta_ 
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AUTO-ENCUESTA 
Por favor 16a lo eipresado a continuaci6n y luego marque con una x el recuadro que 
mejor io describe a usted: 
1 - Siempre estoy tratando de mucho algo poquito 
- - 
nada 
comprenderme a mi mismo como yo como yo 
i 
como yo como yo 
2 - Estoy preocupado acerca de mucho algo poquito nada 
mi estilo para hacer cosas como yo como yo como yo como yo 
3 - Me toma tiempo dejar de lado mucho algo 1 poquito 
' 
nada 
mi timidez al enfrentar como yo como yo como yo como yo 
nuevas situaciones 
4- Pienso mucho acerca de mi mucho algo poquito 
■ 
nada 
mismo como yo como yo como yo como yo 
5 - Me importa muchisimo como mucho algo poquito nada 
me presento a mi mismo como yo 
—- 
como yo como yo como yo 
ante los demls 
6- Frecuentemente sueho mucho algo poquito nada 
despierto acerca de mi como yo como yo como yo como yo 
mismo. 
7 - Es dificil para mi, trabajar mucho algo poquito nada 
cuando alguien me estd mirando como yo como yo como yo como yo 
8 - Nunca me miro a mi mismo mucho algo poquito nada 
y me juzgo con dureza como yo como yo como yo como yo 
9 - Me turbo o averguenzo con 
mucha facilidad 
mucho 
como yo 
algo 
como yo 
poquito 
como yo 
nada 
como yo 
10 - Soy limido acerca de la mucho algo poquito nada 
forma en que luzco como yo como yo como yo como yo 
11 - Es facil para mi hablar a mucho algo poquito nada 
extranos como yo como yo como yo como yo 
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AUTO - ENCUESTA (continuation) 
12 - Generalmente presto atencion 
a mis sentimientos internos 
13 - Usualmente me preocupa 
causar una buena impresi6n 
1-4 - Estoy constantemente pensando 
acerca de mis razones para 
hacer las cosas 
15 - Me siento nervioso cuando 
hablo enfrente de un grupo 
16 - Antes de saiir de mi casa, 
controlo como luzco 
17- Alguaas veces vuelvo atras 
( mentaimente) a efectos de 
examinarme a mi rsiismo 
desde cierta distancia 
mucho 
como yo 
algo 
como yo 
ipoquito 
icomo yo 
mucho algo ] poquito 
como yo como yo como yo 
mucho algo poquito 1 
como yo como yo como yo j 
mucho algo poquito 
como yo como yo como yo j 
mucho algo poquito 
como yo como yo 
. . 
como yo 
mucho algo poquito 
como yo 
-1 
como yo come yo 
18 - Me preocupo acerca de lo que 
otra gente piensa de mi 
19 - Yo note rapidameate los cambios 
ea mi estado de dnimo 
20 - Usualmente yo estoy conciente 
de mi apariencia 
21 - Yo se como trabaja mi mente 
cuando atravieso por un 
problema 
22 - Grupos numerosos me ponen 
nervioso 
mucho j algo poquito 
como yo; como yo como yo 
mucho 
como yo 
algo 
como yo 
poquito 
como yo 
mucho 
como yo 
algo 
como yo 
poquito 
como yo 
mucho 
como yo 
I algo 
como yo 
poquito 
como yo 
mucho algo poquito 
como yo como yo como yo 
nada 
como yo 
nada 
como yo 
j nada I 
! como yo; 
nada 
como yo 
nada 
como yo 
nada 
como yo 
nada 
como yo 
nada 
como yo 
nada 
como yo 
nada 
como yo 
nada 
como yo 
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INVENTARIO ROSENBERG 
For favor marque con una X el recuadro que expresa el cnmunicado con lo cual esla 
totalmente de acuerdo. de acuerdo, en desacuerdo o totalmente en desacuerdo 
1 - Yo siento que soy una persona 
de memos, al menos a igual 
nivel que otras 
2 - Yo siento que tengo una 
cantidad de buenas cualidades 
3 - Considerandolo todo . estoy 
inclinado a pensar que soy 
un fracaso 
4 - Yo soy capaz de hacer cosas 
tan bien como la mayona 
de la gente 
Total 
acuerdo 
De 
acuerdo 
En 
desacuerdo 
Total 
desacuerdo 
Total 
acuerdo 
De 
acuerdo 
En 
desacuerdo 
Total 
desacuerdo 
Total 
acuerdo 
De 
acuerdo 
En 
desacuerdo 
Total 
desacuerdo 
Total 
acuerdo 
De 
acuerdo 
En 
desacuerdo 
Total 
desacuerdo 
5 - Yo siento que no tengo mucho 
de lo cual pueda sentirme 
orgulloso 
6 - Yo tomo una actitud positiva 
hacia mi persona 
7 - En general, estoy satisfecho 
con mi persona 
8 - Me gustaria que pudiese 
tener mas respeto por mi 
persona 
Total 
acuerdo 
De 
acuerdo 
En 
desacuerdo 
Total 
desacuerdo 
Total 
acuerdo 
De 
acuerdo 
En 
desacuerdo 
Total 
desacuerdo 
Total 
acuerdo 
De 
acuerdo 
En 
desacuerdo 
Total 
desacuerdo 
Total 
acuerdo 
De 
acuerdo 
En 
desacuerdo 
Total 
desacuerdo 
9- Ciertamente algunas veces Total De En Total 
me siento inutil acuerdo acuerdo desacuerdo desacuerdo 
10 - Hay momentos que pienso Total De En Total 
que no soy bueno para nada acuerdo acuerdo desacuerdo desacuerdo 
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WHAT DO Friendly PEERsuaders DO? 
are trustworthy, easy to talk to, and show empathy 
accept people as they are 
listen, clarify, and help people to see alternatives 
f • give support and encouragement to people who are taking positive steps 
• support and affirm others...believe in them 
• respect confidentiality 
• realize that not everyone wants to talk or wants help 
V 
• refer troubled friends to professional helpers: use the COMMUNITY RESOURCES 
WHAT SHOULDN’T Friendly PEERsuaders DO? 
• preach, dominate or tell people what to do 
• be phony 
• judge people or try to change them 
• give advice or offer solutions 
• “rescue” — do something for others that they should do on their own 
• put people down 
• gossip about what someone has confided in them 
• try to help someone who really needs to get help from a community resource 
© 1989 Girli Club» of America, Inc. 
Another thing I like about Friendly PEERsuasion was that we talked, 
(but) we never had to give anything away tfwe didn't want to. 
LaKisha, age 11 
Birmingham, AL 
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/'l:>P 
When / started in the program, 1 was sort of nervous. I mean, I 
didn’t know anyone! 
Sharon, age 13 
Worcester, MA 
STRESS CAN 
BE GOOD... 
OR BAD... 
THESE THINGS CAUSE ME STRESS !!! 
O’O-DD-O-Oi 
bQ'iJOG-CH 
p-Q'OO-GCtf 
n.H.n^.rrr^r 
i7Y 
i / 
ilrlsk - 
Yt 
MY BODY’S STRESS REACTION AREAS ARE: 
i r IV 
flfro) &#'\ 
■ [wL //^ i ^ h 
" 'm t 
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FRIENDLY REFUSAL 
Sometimes, people we know and love try to get us to do things we wouldn’t ordinarily do. So that we won't hurt their 
feelings or to impress them, we do the things they ask, (e.g., drink alcohol, have sex, or shoplift). Friendly Refusal helps 
teach PEERsuaders how to say no without saying goodbye to friends. Simply remember the four D’s. 
Determine the risks 
Determine whether it’s risky for you to do the proposed behavior. 
To learn rides, ask questions such as: 
•What are we going to do in the store? • Who’s going to be there? 
•Where is the money to pay for it? • Why should we do it? 
• What’s in this drink? 
Ask as many questions as you need to identify risks. Always identify the risk; name the specific trouble, including its 
official term, if known (e.g., theft, vandalism, driving while intoxicated, plagiarism). Using official words helps make you 
appear more knowledgeable. 
D EFINE THE CONSEQUENCES 
Identify the possible negative consequences you could face for doing the proposed behavior. State these to your friend so 
that she’ll understand your feelings. Consequences might include loss of parent’s trust, detention or jail, illness, hangovers, 
and being expelled or suspended from school. 
D EC IDE YOUR COURSE OF ACTION 
You decide what you’re going to do. Remember all the possible consequences for the behavior, and weigh these against 
any momentary pleasure that might be gained. Have the courage to do what’s best for you. 
If you decide against the proposed behavior, choose another alternative that you can do. Make sure it appeals to your friend 
as well as you, and that it is permissible and harmless. 
Tell your friend what you have decided, what else you’d rather do and why. 
D O INVITE YOUR FRIEND, AND DO LEAVE IMMEDIATELY 
Once you make your decision, do it Don’t linger, or listen to your friend’s protests and arguments to stay with her/him. 
Keep the lirxs of communication (and friendship possibilities) open by again politely refusing the friend’s proposed 
activity. Instead, invite them to join you in your new activity. If she/he refuses, leave by yourself immediately and calmly. 
As you leave, repeat your invitation (e.g. If you change your mind. I’ll be at the gym). 
6 
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THE FOUR D’S: FRIENDLY REFUSAL SAMPLE SCRIPT 
A PEERsuadcr and her friend meet after school at the bus slop. Here’s their conversation: 
PEER: Hey! How's it going? 
Friend: Terrible! I had a lousy day. I missed the bus this morning, which made me late to Miss Jenkins’ class. And you 
know how she is. Then I forgot my history project so Wingall yelled at me in front of everyone. I was so embar¬ 
rassed. In gym, I couldn’t even hit a See throw that would have won the game! I’ve had it!! 
PEER: Wow! You really did have a tough day. 
Friend: Yeah, but it’s about to get better. Come on over to my house. I know a way to make all this mess go away. 
PEER: Really? What are we going to do? 
Friend: I’m having a party! I invited Marc and Jake and Sharon over. My parents won't be home till 8:00 p.m., so we 
can drink and dance and have a good time! 
PEER: I don’t know about this. What kind of drinking are you talking about? 
Friend: Be cod! Just some beer and wine coolers. Harmless stuff. My parents will never know it’s missing. 
PEER: Hey, I’m too young to drink! And besides, that’ll be stealing from your parents. They’ll be really mad if 
they find out 
Friend: They won’t find out silly. I’ll make everyone leave by 7:00 p.m., and then I’ll clean up. You'll help me, 
won’t you? 
PEER: Girt, if my parents ever found out I’d be grounded for sure. Plus, I’d lose their trust The spring dance is next 
week, and I know they wouldn’t let me go. And besides, my mom knows your mom. 
Friend: Relax, will ya? They’D never find out Just caU up your mother and teD her we’re going to work on our 
Science Fur project 
PEER: Yeah, right Then I’d be lying and that would only make it all worse! Listen, I can't come party with you: there 
are too many bod consequences that can happen to me. I think I’m just going to go pick up a video for tonight — 
I’ve worked hard this week and deserve a treat Want to come along? 
Friend: I don’t know. I thought partying would be cooL 
PEER: WeD, do what you want but I’m heading off to the video siue. Td really enjoy your company. Why don't you 
stop by later or oome with me now? (Starts to walk away.) Look, if you decide not to come I’ll just see you 
tomorrow. Call me later if you want! 
Do you recognize the Four D's? Are the girls stiH friendi? Did the PEER get in trouble? 
230 
HANDLING PEER, MEDIA AND OTHER SOCIAL PRESSURES 
I like Friendly PEERsuasion because it taught me about 
preventing (peer) pressure. 
Tone, age 13 
Birmingham, AL 
Believe it or not, once a television commercial (or 
magazine advertisement) made me. 
Sometimes, peer, media and other social pressure 
can be positive. I know because once. 
When I was younger, peer pressure made me do some 
pretty silly things, like.... 
eiWfGiiltCWaerAMka.bc 
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Friendly PEERsuaders NEXT STEPS WORKSHEET 
1. When will we teach our groups? 
2. Who is our target audience? (Whom will we teach?) 
3. How will we promote the program to our target audience? How can we get younger peers to come to our 
teaching sessions? 
4. What information will we teach them? What do we want PEERsuade-Me’s to leam? 
5. How will we teach our group? What activities, exercises, games or other methods can we use to help 
PEERsuade-Me’s leam about communication, stress management, peer pressure and substance awareness? 
6. What supplies (materials) will we need? 
7. Where will we teach? 
8. How will we know (how can we assess or evaluate) if we’ve done a good job? 
9. When, how, and where will we continue planning? 
OI9W Oirti Out« at A—ira. he. 
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MY REFLECTIONS AND THOUGHTS 
Friendly PEERsuasion is ... 
The most important fact I’ve learned in Friendly PEERsuasion is ... 
Something I’ve learned about myself is ... 
I’m most proud of... 
My special memory will be ... 
V I 
© 1989 Girii Club* of America, Inc. 
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TEACHING TIPS FOR PEERsuaders 
When to teach? 
Remember that younger children have a high energy level and can’t sit still for a long time. Just before lunch 
or late in the day may be bad times. 
How to teach? 
Remember that younger children need lots of activities. They don't listen well to long lectures or explanations. 
Think about what you might do to prevent discipline problems. For example, a lecture will probably make them 
fidgety, and if you pass out markers and paper before they need them, it will be hard for the PEERsuade-Me’s 
to listen to your instructions instead of coloring. 
What to teach? 
You've learned quite a bit that can be taught to the PEERsuade-Me's! Remember, though, that they understand 
things differently from you. What you say has to be simple and clear. Think about some of these things: 
Six- to ten-year-olds need healthy bodies. Help them feel good about how tall, smart, and strong they are now. 
Good health is valuable and a good goal. If drugs and alcohol were really helpful, wouldn’t everyone use them? 
Six- to ten-year-olds need to feel good about themselves and have good self-esteem. What helps them feel 
good about themselves now? Do they use alcohol or drugs to feel good now? Why would they want to try 
these things? Help them to say YES to the things that they feel good about. 
Six- to ten-year-olds often need rules to help them to say No. Try some of these — 
'I 
k something if you don’t know what it is 
k a drink after you’ve left it 
touch pipes, pills or needles that you may find — tell an adult 
smoke something if you are offered it 
swallow something if you are offered it 
If something doesn’t 
• sound right 
• look right 
• smell right — tell someone 
If someone is acting 
• funny or weird 
• mean or hurtful 
• or does something that you know is 
wrong — tell someone 
!M» Old* CWta «f Aara. fee. 
Don 
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PEERsuader TEACHING PLAN 
Team Name or Members’ Names: 
Topic (circle one): Communication, Stress, Peer & Media Pressure, Substance Awareness 
Today’s Date:_ 
What main idea(s) do you want your group of PEERsuade-Me’s to leam today? 
What activities will you use to help them leam? 
What materials will you need? 
How will you know if your group learned the main idea(s) you wanted them to leam? 
CIM9 Girii date of Amnca, he 
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